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ABSTRACT 
This study examined the psychometric properties of a revised measurement, the 
Teacher Beliefs and Practices Survey, devised for teachers of 3- to 5-year-old children. 
The measure was designed to reflect the concepts of DAP (developmentally appropriate 
practices) as presented in the revised 1997 NAEYC guidelines and consisted of 2 scales. 
Three hundred seventy five surveys completed by public kindergarten teachers in 
Southeast Louisiana were utilized in the study.  
Reliability was examined using internal consistency method. Cronbach’s α was 
.858 for the Beliefs Scale and .787 for the Instructional Activities Scale. Validity of the 
measure was examined in its content, criterion, and construct (Carmines & Zeller, 1979). 
Content validity was enhanced by reflecting the feedback from the nationwide experts in 
early childhood education on the survey before administering the measure to the targeted 
teachers. Criterion-related validity was supported when the findings showed that one of 
the sub-measures, the measure of the developmentally inappropriate practices, showed a 
high correlation with the score from the observed classroom practices. The following 
results support construct validity: first, the factors uncovered in the survey matched the 
important concepts of DAP in the guidelines; second, predictors of DAP found to be 
significant from previous studies were also significant in both of the subscales; third, the 
low but significant correlation between the Teacher Beliefs and Practices Survey score 
and a theoretically related measure, the Teacher Educational Attitude Scale (Rescorla et 
al., 1990) was found. Considering the psychometric properties, the Teacher Beliefs and 
Practices Survey appears to be a promising measure for critically examining teachers’ 
beliefs about and practices of DAP. 
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INTRODUCTION 
Statement of the Research Problem 
Early childhood professionals are concerned about the quality of care and education  
in programs for young children (Bredekamp, 1987; Bredekamp & Copple, 1997). As a 
more academically-oriented curriculum has become prevalent in early childhood settings, 
awareness of improving the quality of early childhood education programs has increased 
(Bredekamp, 1987; Bredekamp & Copple, 1997; Elkind, 1986, 1987; Kamii; 1985; Katz, 
1987). Reflecting on this concern, the National Association for the Education of Young 
Children (NAEYC), one of the largest nationwide organizations for early childhood 
practitioners and researchers, published guidelines in 1987 for educators working with 
young children. The guidelines were widely disseminated and accepted by people who 
work with young children. The NAEYC based the guidelines on child development and 
learning theories, a body of research, and opinions of experienced early childhood 
professionals. The publication of guidelines for developmentally appropriate practices 
(DAP) was the outcome of efforts to interpret, implement, and encourage DAP in 
programs for young children (Bredekamp, 1987).  
The guidelines reflected an emerging consensus about the need to move away from 
curriculum which is formal and academically-oriented to curriculum which is 
developmentally and individually appropriate. Since the publication of these guidelines, 
there has been an effort to learn how early childhood educators perform in their settings. 
To accomplish this, researchers used the NAEYC guidelines or other sources as a 
conceptual criterion for the study of developmentally appropriate practices of teachers in 
their classrooms. The researchers developed a variety of teacher questionnaires and 
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classroom observation scales in order to obtain this information (e.g., Buchanan, Burts, 
Binder, White, & Charlesworth, 1998; Burt, Sugawara, & Wright, 1993; Charlesworth, 
Hart, Burts, & Hernandez, 1991; Hyson, Hirsh-Pasek, & Rescorla, 1990; Smith, 1993; 
Stipek, Daniels, Galluzzo, & Milburn, 1992).     
In response to misconceptions and criticisms of the NAEYC guidelines 
(Bredekamp, 1987), a second edition was published (Bredekamp & Copple, 1997). 
Although the old guidelines supported an integrated curriculum and skills taught in the 
context of authentic experiences, the misconceptions mainly came from the focus on 
activities based on the child’s interest rather than on the teacher’s initiation. These 
misconceptions included an image of teachers with a laissez-faire attitude in the classroom 
where students just play and don’t learn; and opinions that included ideas like teachers 
must never use worksheets, teachers can’t teach the alphabet, a textbook should never be 
used, and teachers just watch children, minimizing the use of guides or active teaching.  
The revised guidelines articulated the teacher’s role as a decision maker and 
recognized the need for a balance between teacher-planned and child-initiated activities. 
The guidelines, which represented the teacher’s role as critical in supporting children’s 
development and learning, were “constructed through a collaborative process by the 
members of NAEYC’s panel on Revisions to Developmentally Appropriate Practice. 
Inspired by our encounters with our colleagues in Reggio Emilia, Italy, and challenged in 
our thinking by each other and by many of our American colleagues, the Panel members 
argued, confronted differences of opinion, challenged each others’ perspectives, and 
collectively grew and changed as a result of the experience (p. 33).” According to the 
revised guidelines, the early childhood teachers should make decisions about their 
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practices using knowledge of child development and learning, the uniqueness of the 
individual child, and the social and cultural context. The new guidelines moved from 
“either/or” to “both/and” thinking in early childhood practices, reflecting a recurring 
tendency in the American discourse on education. Even though some practices are clearly 
inappropriate for early childhood professionals (e.g., use of physical punishment and 
ignoring the culture of minority children or their families), most questions about practices 
require the more complex responses of both/and thinking. The following is an example in 
the guidelines of this: “Children benefit from engaging in self-initiated, spontaneous play 
and from teacher-planned and -structured activities, projects, and experiences” (p.23). 
Another misconception that needed to be clarified was that the guidelines 
represented a unified and agreed-upon standard that all teachers should follow. To resolve 
this misconception, the second edition gave greater attention to the use of multiple sources 
of knowledge in professional decision making and to the diversity of teaching and learning 
contexts. The second edition retained the principles from the first edition which best 
addressed the topics of appropriate teaching and learning and expanded them. Examples of 
those principles include learning which recognizes individual variation in development, 
previous learning, specific contexts, everyday life of children, and the importance of 
building a democratic learning environment.  
Some criticisms to the first set of guidelines came from early childhood 
professionals who focused on political and social issues of early childhood education. They 
questioned the legitimacy of the application of the guidelines to children from various 
social, ethnic, and, regional backgrounds, but many experimental studies showed DAP to 
offer equal benefits to children from diverse backgrounds (Bryant, Burchinal, Lau, & 
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Sparling, 1994; Burts, Hart, Charlesworth, Fleege, Mosley, & Thomasson, 1992; Burts, 
Hart, Charlesworth, DeWolf, Ray, Manuel, & Fleege, 1993; Huffman & Speer, 2000; 
Marcon, 1992, 1994; Stipek, et al., 1995). Therefore, the second edition of the guidelines 
added social and cultural contexts of children as a third core dimension of DAP. The other 
two core dimensions from the original document are human development and learning and 
individual characteristics and experience.  
       As the concepts of DAP have developed, measures to assess teacher beliefs about and 
practices of DAP should reflect that development (Bredekamp & Copple, 1997). The 
current study intends to address the need for a reliable and valid measure of 
developmentally appropriate beliefs and practices based on the new, revised guidelines. 
Rationale for the Study 
The concept of DAP was originally described in the first NAEYC guidelines 
(Bredekamp, 1987) and was subsequently refined in more recently published guidelines 
(Bredekamp & Copple, 1997). DAP was chosen as the belief system of this study because 
it is currently held by many early childhood professionals to be representative of “best 
practices” in early childhood care and education (Bredekamp & Copple, 1997; Dunn & 
Kontos, 1997; McMullen & Alat, 2002). In addition, many empirical studies have shown 
positive effects of DAP on developmental outcomes of children. The studies assessed the 
impact of DAP and DIP in early childhood classrooms on selected child outcomes through 
cross-sectional or longitudinal studies. Child outcomes consisted of creativity, attitudes 
toward school, and/or skills in numbers and letters (Huffman & Speer, 2000; Marcon, 
1992, 1994; Stipek, et al., 1995; Stipek, et al., 1998); stress and involvement in classroom 
activities (Burts, Hart, Charlesworth, Fleege, Mosley & Thommason, 1992; Burts, et al., 
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1990); social/emotional outcomes for children (Hirsh-Pasek, Hyson, & Rescorla, 1990; 
Stipek, et al., 1998); later grades, standardized test scores, and/or behavioral conduct 
(Burts, Hart, Charlesworth, Dewolf, Ray, Manuel, & Fleege, 1993; Marcon, 2000); and 
positive long-term effects (Schweinhart & Weikart, 1986, 1997). Although NAEYC’s 
position statement on DAP originated in one professional organization that had historical 
roots separate from public schools and elementary education (Bloch, 1992; Goldstein, 
1997), its position was later promoted by other organizations, including the National 
Association of State Boards of Education, the National Association of Elementary School 
Principals, and the National Council of Teachers of Mathematics (File & Gullo, 2002). 
The focus of the current study is to develop a reliable and valid instrument 
designed to measure ECE teachers’ beliefs and practices effectively by operationalizing 
DAP, as conceptually defined in the NAEYC 1997 guidelines. The measure will provide a 
tool to understand ECE teachers’ beliefs and practices based on the “best practices” that 
the new NAEYC guidelines suggest in the field (Bredekamp & Copple, 1997). To learn 
how teachers endorsed or opposed DAP concepts, past researchers have investigated the 
relationship between beliefs and practices and factors that affect the teachers’ actual 
classroom teaching. The studies showed two distinct patterns in the relationship between 
teachers’ beliefs and practices. In the first pattern, some studies found a discrepancy 
between teachers’ beliefs about education and their classroom practices (Hatch & Freeman, 
1988; Oakes & Caruso, 1990; Verma & Peters, 1973). In these studies, educators reported 
more appropriate beliefs than were reflected in their actual teaching practices measured by 
self-report or observation. Dunn and Kontos (1997) concluded in their review of the 
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literature on DAP that teachers were more developmentally appropriate in their beliefs than 
in their behaviors.  
In the second pattern, in spite of this discrepancy, studies showed that teachers who 
had stronger beliefs about DAP were more likely to implement developmentally 
appropriate practices than teachers with less strong beliefs about DAP (Bryant, Clifford, & 
Peisner, 1991; Charlesworth, Hart, Burts, Mosley, & Fleege, 1993; Kagan & Smith, 1988; 
McMullen, 1999; Oakes, & Caruso, 1990; Smith & Shepard, 1988; Stipek & Byler, 1997; 
Spidell, 1988; Wing, 1989). McMullen (1999) found teacher beliefs were the most 
powerful predictor of practices of DAP for both preschool and primary teachers among 
other factors such as personal teaching efficacy, internal locus of control, and trait anxiety. 
In Bryant, Clifford, & Peisner’s (1991) study, quality of the classes, as measured by 
ECERS, was determined mainly by teachers’ and principals’ beliefs about DAP. Quality 
was not related to geographic location, school size, per pupil expenditure, or teacher or 
principal’s experience or degrees earned. Stipek, Daniels, Galluzzo, & Milburn’s (1992) 
study identified three program types associated with teachers’ beliefs about appropriate 
education for young children but not with teachers’ levels of education and experience or 
adult-child ratios. From the second pattern of studies, it can be assumed that teacher beliefs 
about DAP is an important factor that affects practices.   
Considering the potentially important influence of teachers’ beliefs on their 
practices, the level of early childhood teachers’ beliefs about DAP and the relationship 
between their beliefs and practices are regarded as important topics of study in ECE. This 
study was designed to investigate the beliefs and practices of kindergarten teachers using a 
 7
measure of developmentally appropriate beliefs and practices that was modified to reflect 
the new DAP guidelines (Bredekamp & Copple, 1997). 
The study was conducted to examine the psychometric properties of a measure of 
teacher beliefs about and practices of DAP as described by the new guidelines by NAEYC 
(Bredekamp & Copple, 1997). A survey method was used as an appropriate method to 
understand teachers’ beliefs and practices about DAP because of its economy, the rapid 
turn-around in data collection, and the ability to identify attributes of a population from a 
small sample size (Creswell, 1994). The study tested the reliability and validity of the 
Teacher Beliefs and Practices Survey devised for teachers in 3- to 5-year-old classrooms. 
This survey was revised from the old measurement of DAP by a group of ECE 
professionals at Louisiana State University (LSU). In order to identify predictors of beliefs 
about and practices of DAP, the survey obtained information regarding teachers’ 
demographics, classroom characteristics, and teachers’ perceived locus of control.  
Theoretical Framework 
This section consists of two parts. The first part is a discussion of the theories in 
early childhood education that are reflected in the new NAEYC guidelines for 
developmentally appropriate practices. The latter part is a discussion of test theory, which 
will provide a rationale for choosing certain reliability and validity assessment methods 
over others. 
Theories in Early Childhood Education. The theorists most widely reflected in the DAP 
guidelines are Piaget, Vygotsky, Erickson, Dewey, Bronfenbrenner, Gardner, and Bowlby. 
These influential theorists and their theories will be presented along with the principles of 
child development and learning that inform DAP in the NAEYC guidelines. The purpose 
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of this section is not to explain theorists and their theories but to show the relationship 
between the basic principles in the DAP guidelines and the important theories in ECE. 
The historical roots of the important concepts of DAP can be traced to the 17th 
century. During this period, educators developed important ideas about early education 
which affected later theories. Historical educational figures such as Comenius (1592-
1670), Locke (1632-1704), and Rousseau (1712-1778) desired good learning conditions 
for children and expressed concern for children’s interests and natures. Comenius 
recognized the importance of early childhood education and saw it as the key for children 
to obtain equality of opportunity. He held that language learning should be based on 
experience and should depart from narrowly defined curriculum, harsh discipline, and rote 
learning. He recommended learning through stories, fables, individualized instruction, 
play, toys, objects, and pictures. (Lascarides & Hinitz, 2000). Locke believed children 
learned through play and urged that “example and practice are better than percept” (p.49), 
so children should not be wearied with lectures. Rousseau posited the primary purpose of 
education as identifying and drawing out the special nature and interests of childhood. He 
believed that all education of the child must occur through experience only.  
The teaching methods developed by Pestalozzi and Froebel form part of the 
historical frame of DAP. Pestalozzi emphasized hands-on experiences in learning, named 
later as “object teaching” (p.62). “Object teaching” was Pestalozzi’s idea of a teaching 
method for all subjects in which children observe, experience, and describe real and 
concrete objects and are guided to discover things for themselves. He believed teaching 
must begin with the use of real objects and proceed via substitute objects to abstract 
concepts. Froebel, who studied and was influenced by Pestalozzi’s ideas and teaching, 
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based his teaching philosophy on the “self-activity” (p.91) of the children. “Self-activity” 
stressed the importance of experiences and action instead of instruction and abstract 
learning. Froebel’s teaching was based on the principle that the starting point of all that we 
see and know is action. Through self-activity, the whole being of the child is involved and 
the child gets some enjoyment out of the activity which can lead to his or her internal 
motivation.  
One of the principles of DAP addresses the concept of play: Play is an important 
vehicle for children’s social, emotional, and cognitive development, as well as a reflection of their 
development (Bredekamp & Copple, p, 1997, p.14) [italics added]. Comenius, Locke, and 
Froebel all stressed the importance of play in learning. Along with their ideas, Piaget’s 
idea of children as active constructors of knowledge and Vygotsky’s value of oral language 
in play further support the importance of play in development and learning of children. 
Piaget’s cognitive theory and Vygotsky’s “socially shared cognition” theory (Berk 
& Winsler, 1995, 12) also provide the basis of the principles for cognitive development of 
children in the DAP guidelines: Children are active learners, drawing on direct physical 
and social experience as well as culturally transmitted knowledge to construct their own 
understandings of the world around them (p. 13). Piaget’s construtivist theory proposed 
that children actively construct knowledge through their own experiences by adapting to 
their environment. He stated that intelligence is an adaptation to the environment, and 
organized, cognitive structures become more and more differentiated through the process 
of learning (Miller, 1983). In this process of learning, these cognitive structures, or 
“schemes,” develop qualitatively as a child grows. As a child encounters new information, 
the new objects, events, or other people challenge his or her previously constructed 
“schemes.” Piaget referred to this state as disequilibrium. The child is then forced to either 
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adjust the “scheme,” which Piaget called assimilation, or to change the scheme, which 
Piaget called accommodation, to account for the new information. Through these processes 
of adaptation in constructing knowledge, a child reaches equilibrium and proceeds to a new 
level of learning. Constructivism is manifested in various developmentally appropriate 
teaching methods: hands-on activities, children as active learners, and child-initiated 
learning.  
Vygotsky’s “socially shared cognition” theory complemented Piaget’s theory. This 
is reflected in the guidelines’ acknowledgement that “children construct their own 
understanding of concepts, and they benefit from instruction by more competent peers and 
adults (p.23).” While Piaget focused on children’s logical or cognitive thinking ability and 
confined the environment to the physical environment, Vygotsky focused on children’s 
culturally acquired knowledge and put more value on the socio-cultural-historical 
environment. Rather than focusing on the independent child, he viewed “a child-in-
context” participating in some event as the smallest meaningful unit of study (Miller, 
1983). According to Vygotsky, the active child and the active social environment 
collaborate to produce development. Piaget perceived an active organism but a somewhat 
passive environment, whereas Vygotsky assigned a greater role to social forces, 
particularly cultural ones. Vygotsky valued a learning process that paired a child with more 
competent persons rather than the child learning alone. He believed children learn best 
through interaction with others rather than through independent interaction with the 
physical environment. Vygotsky’s theory implied for early childhood teachers that 
intersubjectivity, or shared understanding, is important for the child’s learning. 
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In addition to explaining the role of the culturally constructed knowledge in child’s 
development, Vygotsky developed the concept of the zone of proximal development 
(ZPD), which is reflected in the following principle of DAP: Development advances when 
children have opportunities to practice newly acquired skills as well as when they 
experience a challenge just beyond the level of their present mastery (Bredekamp and 
Copple, p.14 ) [italics added]. Vygotsky defined the ZPD as the distance between a child’s 
“actual developmental level as determined by independent problem solving” and the higher 
level of “potential development as determined through problem solving under adult 
guidance or in collaboration with more capable peers” (Miller, 1983, p.379). Vygotsky 
challenged the assessment method that measured children’s independent knowledge or 
ability; he suggested that educators should measure how or what children can do with help 
from others as well as alone. By the teacher identifying the ZPD, Vygotsky believed he or 
she could provide activities that challenge children but are achievable with sensitive adult 
guidance. In a Vygotskyian classroom, children work together with the teacher, more 
competent peers, and children in higher and lower grades.  
Through their learning experiences, children go through predictable stages. The 
DAP guidelines describe the different stages of development and learning of children 
based on the following principles: Development occurs in a relatively orderly sequence, 
with later abilities, skills, and knowledge building on those already acquired (Bredekamp 
& Copple, 1997, p.10). Development proceeds in predictable directions toward greater 
complexity, organization, and internalization (p.11) [italics added]. Both sets of NAEYC 
guidelines are divided by age (i.e., 1987- practices for infants & toddlers, 3 year olds, 4-5 
year olds, 5-8 year olds; 1997- practices for infants & toddlers, children 3 through 5, and 
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children 6 through 8) in order to describe DAP and Developmentally Inappropriate 
Practices (DIP) for ECE programs. The guidelines suggest that teachers use knowledge of 
children’s developmental stages when making decisions about curriculum content and 
method.  
The concept of “developmental stages” has a long history. Roman laws described a 
stage theory that divides stages of childhood as follows: infans (a new born); infantia 
proximus (a child who could speak but lacked developed vocabulary or mental capacity); 
impubes (a child under puberty); pubertate proximus (a child very near puberty); and 
puberes (a child over the age of puberty) (Lascarides & Hinitz, 2000). During the early 19th 
century, Von Baer, one of the most influential biologists in developmental psychology, 
proposed that development proceeds in successive stages: from the more general to the 
more specific and from relatively homogeneous states to increasingly differentiated 
hierarchically organized structures (Lascarides & Hinitz, 2000).  
Piaget also wrote that development follows an invariant and universal sequence. He 
described his stages with sequential approximate ages, dividing them into the 
sensorimotor, preoperational, concrete operational, and formal operational periods (White 
& Coleman, 2000, Miller, 1983). During the sensorimotor period, from birth to roughly 
age 2, babies use their senses (sensory scheme) and physical actions (motor scheme) to 
learn. In the preoperational period (from roughly 2 to 5 years), children start to use 
symbols (mental images, words, gestures) to represent objects and events. During the 
concrete operational period (roughly 5or 7 to 11 or 12 years), children become less 
egocentric and are able to classify and organize objects still depending upon concrete 
experiences. They develop the concept of conservation. Piaget considered the conservation 
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concept as being important because it gives children an idea of stability in the physical 
world and shows the presence or absence of certain mental operations.  
Piaget believed the development of certain cognitive structures through stages is a 
necessary prerequisite to learning, and the first DAP guidelines reflected the importance of 
child developmental stages. The new guidelines recognized the interaction of development 
and learning in young children’s growth, reflecting not only Piaget’s theory but also 
Vygotsky’s theory that “learning leads development” (Berk & Winsler, 1995). In addition, 
the revised DAP guidelines hold that the learning can facilitate development of more 
mature cognitive structures only insofar as the learning is based on strategic teaching but 
not direct instruction.   
Although theories of child development emphasized the importance of the 
development and learning of children, John Dewey (1916) focused mainly on the 
socializing function of school. He viewed school as a social agent through which children 
are educated and can develop as members of a true democratic society. His ideas 
represented the societal rather than familial and individual elements of education. His 
emphasis on educating children as democratic citizens is reflected in the guidelines’ 
descriptions of democratic classroom environments and learning communities. Even 
though his ideas are not explicitly addressed in the principles, one of the examples of DAP 
in the guidelines describes how teachers should “use a variety of strategies to help build a 
sense of the group as a democratic community” (Bredekamp & Copple, 1997, p. 162). 
These strategies include regular class meetings, group decision-making, setting classroom 
rules through consensus-building processes, voting, and working on group projects. 
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Working with children from other cultures and children with disabilities or special needs 
also reflects democratic principles.      
Dewey (1916) is known as one of the progressive educational reformers in 
America. He believed children should learn the value of community and democracy 
through their daily classroom lives. In his laboratory school at the University of Chicago, 
his experimental “kindergarten,” which he called “subprimary,” emphasized the concept of 
choice in his “child-centered curriculum.” In his program, children were the active learners 
who had direct experiences with social and real life phenomena (White & Coleman, 2000). 
His lab-school provided young children with opportunities to engage in daily living 
activities such as cooking and carpentry (White & Coleman, 2000). He believed “an ounce 
of experience is better than a ton of theory simply because it is only in experience that any 
theory has vital and verifiable significance” (Dewey, 1916, p.144).  
Besides addressing cognitive development that children go through in stages and 
the relationships that children face in school, the DAP guidelines address the importance of 
early one-to-one relationships to a child’s emotional and social development and learning. 
The DAP guidelines stress the importance of early experiences: Early experiences have 
both cumulative and delayed effects on individual children’s development. Optimal periods 
exist for certain types of development and learning (Bredekamp & Copple, p.10) [italics 
added]. Freud’s psychoanalytic theory, Erickson’s psychosocial theory, and more currently 
Bowlby’s attachment theory, held that early relationships are important for healthy 
personality development. They believed the results of experiences will last until later in 
children’s lives (Thomas, 1996). Freud believed personality development is completed in 
the first five years of life, based on the fit between a child’s psychosexual needs and the 
 15
response of caregivers to those needs (Miller, 1983). Freud claimed that the mother is 
“unique, without parallel, established unalterably for a whole lifetime as the first and 
strongest love-object and as the prototype of all later love-relations” (Freud, 1940, cited in 
Miller, 1983, p.131). 
Erickson expanded Freud’s theory by moving away from Freud’s biological 
approach and considering the important influence of culture and society on development 
(Miller, 1983).  In each stage of Erickson’s development, a child’s needs meet acceptable 
social and cultural standards. There is a “fit” between the child and his or her culture 
(White & Coleman, 2000). While the child develops a positive ego identity such as trust, 
autonomy, initiative, and industry if the society responds positively to the child’s needs, 
the child acquires mistrust, shame, guilt, and inferiority if his or her needs are ignored or 
not accepted by the society. Like Freud, parents are the first and foremost important agents 
in a child’s social environment.      
Bowlby’s attachment theory, which is rooted in Freud’s notion of the importance of 
a child’s emotional attachment to the mother, stressed the importance of the formation of 
infants’ attachment with their first caregiver. According to Bowlby, infants develop their 
mental representations, called “internal working models,” in a way that guides later 
interpersonal behavior. The infant and adult develop an “attachment behavioral system” 
(Miller, 1983, p.313) in which each member of the system learns and comes to expect the 
ways that the other in the system will respond. These models help children to interpret and 
evaluate new situations. The “internal working models” last and work to build appropriate 
relationships with others in their later life (Belsky, 1998).  
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Another concept in DAP is one that recognizes individual differences and is stated 
as follows: Children demonstrate different modes of knowing and learning and different ways of 
representing what they know (p.15). Development proceeds at varying rates from child to 
child as well as unevenly within different areas of each child’s functioning (p.10) [italics 
added].  This concept is relevant to Gardner’s multiple intelligence theory which proposed 
a different viewpoint than Piaget’s cognitive theory. Gardner criticized cognitive 
developmental theories because he believed they only consider the logico-mathematical 
and linguistic abilities of children. Gardner challenged the tradition of the Western trend 
which regards only those intelligences as important. His theory is based on the proposition 
that many different intelligences work independently in our brain. He described seven 
independent intelligences: linguistic, logico-mathematical, musical, spatial, bodily-
kinesthetic, interpersonal, and intrapersonal. He has recently proposed several additional 
intelligences, including sexual, emotional, and spiritual intelligences (Gardner, 2003). He 
believes all humans possess certain core abilities in each of the intelligences, but that some 
intelligences are more highly developed in each pattern of development (Gardner, 1993).  
Current concepts in developmental psychology are related to the principles of 
development and learning of the DAP guidelines: Domains of children’s development-
physical, social, emotional, and cognitive-are closely related. Development in one domain 
influences and is influenced by development in other domains (Bredekamp & Copple, 
1997, p.10). Development and learning result from interaction of biological maturation 
and the environment, which includes both the physical and social worlds that children live 
in (p.13). Principles in the DAP guidelines are derived not only from theories but also from 
the developmental systems perspective movement. The developmental systems perspective 
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is “an overarching conceptual frame associated with contemporary theoretical models in 
the field of human development” (Richard, 1998, p.2). The developmental systems 
perspective transcends the traditional dichotomous debate of nature and nurture by 
describing a dynamic relationship between person, environment, and heredity. In this 
perspective, the environment considers all contexts, including the physical, social, and 
cultural. Unlike learning theory or behaviorism, which views a child as being acted upon 
by external causes, the developmental systems perspective sees a child as being in a 
dynamic relationship between environment and biology. 
 The important concepts of the perspective are development, system, diversity, 
context, interaction, process, dynamicity, time, and relative plasticity (Lerner, 1998). 
“Development” in the perspective implies that contemporary developmentalists’ interest 
lies not in structure, function, or content per se, but in the processes through which change 
occurs. By the process, structures transform and functions evolve over the course of human 
life. Thus, most contemporary theories of human development are not tied necessarily to a 
particular content domain (e.g., motor development, cognitive development, or language 
acquisition) (Lerner, 1988) but to the domain’s way of function, change, and process.  
“System” in the perspective implies the multiple levels and dynamic relations of 
organizations with all variables in which individuals are embedded. The perspective 
explains the development of children in multiple levels of organization, including 
individual, biological, socio-cultural, and physical, which impact and are influenced by the 
child.  The relationship between the levels is dynamic and integrated, and the relationship 
creates “relative plasticity” in an individual’s development. Relative plasticity, a range of 
potential for change in child development, comes from the perspective which views 
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development as a fusion of heredity, environment, and time, and creates flexible but not 
absolute development. Individual differences between people are explained by the 
presence of relative plasticity, which recognizes the differences and the dynamic 
relationships of each of their genes, contexts, and the timing with each person being 
distinct in his or her development. This concept of relative plasticity provides rationale for 
educational efforts such as advocating developmentally appropriate practices for children 
from diverse backgrounds aimed at enhancing the development of children. Every child in 
the DAP philosophy is believed to possess potential for change according to the way and 
timing of fusion between their heredity and environment. 
Breonfenbrenner developed his ecological framework within the developmental 
systems perspective. Bronfenbrenner’s theory adds consideration of the importance of 
children’s environments. His ecological systems theory is reflected in the following 
principle from the guidelines: Development and learning occur in and are influenced by 
multiple social and cultural contexts (p.12). [italics added]  Bronfenbrenner’s theory 
stressed the importance of multiple social and ecological environments on child 
development and learning. His ecological systems theory considers how children face risks 
and opportunities as they encounter and interact with both narrow and broad environments. 
A basic premise of the theory is that “development is a function of forces emanating from 
multiple settings and from the relations among these settings” (Bronfenbrenner & Morris, 
1998, p.1016). Bronfenbrenner divides “human ecology” into a set of structures, referred to 
as “systems,” which are nested in one another (White & Coleman, 2000). With a child at 
the center, four ecological systems are identified: microsystems, mesosystems, exosystems, 
and macrosystems. Microsystems include the most direct influential systems in children’s 
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lives such as families, schools, peer groups, and religious institutions. Mesosystems are 
systems that are generated by interactions of two microsystems (e.g., family-school, 
family-families, parents-their children’s friends). Exosystems are the systems that 
“influence children’s lives, but children have no direct participation in them” (White & 
Coleman, 2000). For example, children’s development can be influenced by policies made 
by school boards and employment policies set by parents’ employers. Macrosystems, 
including government type, economic system, and the values and customs of the society 
are ideologies or values that are shared in a society. Each level of the system is interrelated, 
and children’s opportunities and risks depend on how these systems work together for the 
education of the children.   
In summary, theorists and their theories in ECE and child development were 
reviewed in relation to the teaching or caring principles in the NAEYC guidelines. These 
theories provide the conceptual basis of this study, while theories of measurement 
development provide the methodological frame of this study. Test theory, a set of 
theoretical principles in developing a measurement, will be discussed in the next section.  
Test Theory. Test theory relates to “psychometric information or evidence collected and 
used to judge an instrument” (DiStefano, 2004, in class). Psychometric information 
includes properties such as operationalizations of variables, reliability, and validity. 
According to Crocker and Algina (1986), test theory has evolved into a specialized 
discipline in education and psychology that studies pervasive measurement problems and 
methods for their resolutions.  They identified five measurement problems common to all 
psychological assessment: no single way of defining a psychological construct is 
universally accepted; psychological measurements are based on limited samples of 
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behavior; sampling of behavior results in errors of measurement; the units of measurement 
are not well-defined; and the measurement must have demonstrated relationships to other 
variables within the theoretical system to have meaning (Crocker & Algina, 1986). The 
content of test theory deals with methods for estimating the extent to which these problems 
influence the measurement taken in a given situation and for devising methods to 
overcome or minimize these problems.  
According to Carmines and Zeller (1979), the development of a measurement is the 
process of linking unobservable abstract concepts to observable empirical responses. The 
process of transforming the underlying unobservable concept, which is the researchers’ 
interest, into an observable response is not an easy task. Carmines and Zeller suggest 
researchers should “focus on the crucial relationship between the empirically grounded 
indicator (the observable response) and the underlying unobservable concepts” (Carmines 
& Zeller, 1979, p.10). A researcher’s purpose is to develop a measure which shows a 
strong relationship between concepts and acquired responses. At the same time, the 
measure should maintain stability with repeated administrations. 
Based on psychometric information, Benson and Clark (1982) developed a guide 
for measurement development and validation procedures. They presented four phases in 
the development of a new measurement. In Phase 1, a team of researchers writes a pool of 
items based on the purpose of the test and the target group. In Phase 2, the items are 
reviewed by experts in the area and qualitatively evaluated by a small sample of target 
groups (e.g., preschool teachers). Then items are revised using feedback from the experts 
and a small sample. In Phase 3, pilot testing is conducted, and the data are analyzed and 
tested for reliability using quantitative methods. Changes can be made using this 
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information. Additional pilot testing can be conducted to ensure the changes made work as 
intended. In Phase 4, validity test is conducted. In the current study, the terms 
measurement or instrument will be used throughout for consistency, encompassing such 
terms as test and inventory. 
Reliability.  Reliability of a measurement refers to the extent to which the 
measurement yields consistent results with repeated measures or to the precision of 
measurement. Four basic methods for assessing the reliability of a measurement have been 
developed: the test-retest method, the alternative form method, the split-half method, and 
the internal consistency method (Carmines & Zeller, 1979; Crocker & Algina, 1986). Each 
method has strengths and weaknesses, so a researcher must choose the most appropriate 
method(s) for the purposes and characteristics of the measurement in a specific study.  
The test-retest method is used when the major goal is to see how stable the 
measurement is over time. It investigates the relationship between the scores from the first 
test and a second test with the same format. That relationship is described using the 
Pearson product-moment (PPM) correlation coefficient between the scores from the first 
and second test. There are some limitations to this method. It costs more money to 
administer a test a second time, respondents’ attitudes can change from the first to the 
second test (historical bias), subjects can read the intention of the study at the first test and 
change their responses in the second test, and memory effects (the remembrance of the 
questions and answers) can lead to inaccurate, higher consistency within the subjects.   
The alternative form method (or equivalence test) is used to show that scores are 
not dependent on two different versions of a measurement, so the two different versions of 
the test can be used alternatively. This method measures the same concepts using two 
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different but similar versions; if the correlation between the two tests is high, the versions 
can be used interchangeably. In the alternative form method, random procedures are used 
to select items from a pool for constructing two versions of a test. The two versions should 
be approximately the same level of difficulty and should not differ from each other in any 
systematic way. This relationship is also measured using PPM correlation coefficient by 
correlating the scores from the two versions of a test. While the alternative-form method is 
similar to the test-retest method, in that both require a costly administration given twice, 
they are different in that the alternative method can reduce the memory effect. The 
alternative-form method requires a procedure of constructing alternative versions, which is 
more difficult than testing with the same version twice. 
The split-half method, unlike the test-retest and alternative-form methods, can 
assess reliability with one administration. This method is a result of the revision of the 
prior two methods and was designed to save time and money. The items are randomly split 
into halves (e.g., items with odd numbers, items with even numbers), and the relationship 
between the two halves is measured using PPM correlation coefficient. The difficulty of 
this method is that there are different ways the items can be grouped into halves, so it does 
not yield a unique or consistent estimate of a test’s reliability coefficient. For example, for 
a 10-item scale, there are 125 different possible splits with each split yielding a different 
reliability estimate. 
The inability to get a unique reliability estimate method from a single sample of 
examinees on one occasion was a problem that received much attention in the 1930s and 
1940s among psychometricians (Crocker & Algina, 1986).  Finally, internal consistency 
methods (i.e., Kuder Richardson KR20, KR21, Hoyt’s analysis of variance, & Cronbach’s 
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α) were proposed in an effort to solve this problem. These methods do not require either 
splitting items or repeating tests. (Crocker & Algina, 1986). The goal of internal 
consistency methods is to be able to provide an estimate of how consistently subjects 
respond to a set of items on a single test form. The consistency is thought to generalize 
from the set of items that were chosen for a test to a larger content domain of all possible 
items which measure a given construct. The internal consistency index indicates the 
homogeneity of the test’s item content; however, it does not measure the unidimensionality 
of a construct. Rather, it shows the item quality by measuring the consistency of the 
subjects’ response.   
Cronbach’s α is the most popular method among other internal consistency 
methods (e.g., KR20, KR21, Hoyt’s analysis of variance). The reason is that even though 
all four estimate methods (Cronbach’s α, KR20, KR21, & Hoyt’s analysis of variance) 
yield identical results, KR20 can be used only with dichotomously scored items (e.g., 
yes/no or agree/disagree), and Hoyt’s method requires a complex statistical procedure, 
including an analysis of variance (ANOVA) that the other formulas do not include. KR21 
reliability estimate is easy to calculate using only pencil and paper or a hand calculator, but 
KR21 is only used when all items are equal in difficulty since its formula doesn’t include 
each item’s variance (σ2) but instead uses the mean of the total score. Cronbach’s α can be 
used for both dichotomous and Likert scale tests because, in order to solve it, its formula 
requires the number of items (k) on the test, the sum of item variances (Σσ2i ), and the total 
test variance (σ2x) as following: 
                        α = k (1-Σσ2i/σ2x)/ k-1 
 24
Thus, considering all strengths and problems associated with each reliability method and 
practical reasons (time and budget), the current study employs Cronbach’s α as an 
adequate method to estimate reliability of the teacher questionnaire. 
Validity. A high reliability coefficient indicates that there is consistency in 
examinees’ scores, but this is not sufficient evidence to conclude that the measurement is 
useful. Validity of a measurement indicates the extent to which a measurement measures 
what the observer intended to measure. Only if the measurement does so can the observer 
make inferences from the scores on the measurement. However, if the measurement 
doesn’t obtain enough evidence to support its validity, a researcher can not be sure if useful 
inferences can be made from the scores obtained. Validation is an on-going process which 
provides evidence that can support inferences drawn from test scores.  
Carmines and Zeller (1979) identify three different types of validity: content 
validity, criterion-related validity, and construct validity. Content validity describes 
whether the items in the questionnaire include important concepts in the domain that the 
observer intends to measure. For this purpose, the items in the measurement should 
represent the larger domain of items in not only a qualitative but also a quantitative 
(proportionate) manner. The procedure for content validation entails specifying the full 
domain of content, defining the boundary of the construct the examiner wants to measure, 
sampling specific items from the larger content domain, matching items to the content 
domain, and using feedback from independent experts in related areas and/or potential 
users of the measurement.  
Criterion-related validity is concerned with the extent to which the scores from the 
questionnaire in a study accurately predict a specific behavior of the targeted group. In 
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order to get a numerical estimate of the relationship between the scores from the 
questionnaire and the behavior of the targeted group, the PPM correlation coefficient is 
used as the operational indicator of the degree of correspondence between the test and the 
measure of criterion behavior. The higher the coefficient, the stronger the predictability of 
the measurement on the related or relevant behavior.  
Criterion-related validity identifies two types of validity according to the time when 
the criterion behavior is assessed. If the criterion behavior is measured at the same time the 
questionnaire is administered, the validity is referred to as concurrent validity. If the 
criterion behavior cannot be measured around the same time the questionnaire is 
administered (e.g., when an SAT score is validated by predicting future college grade point 
average), it is referred to as predictive validity.  
Construct validity is concerned with “the extent to which a particular measure 
relates to other measures consistent with theoretically derived hypothesis concerning the 
concepts (or constructs) that are being measured” (Carmines & Zeller, 1979, p.23). When 
determining content validity, researchers may experience difficulties collecting consensus 
on what concepts should define the content (e.g., what concepts should define DAP?). 
When determining criterion validity, researchers may have difficulty deciding what 
behavior should be measured as a criterion (e.g., what criterion behavior should be used to 
measure “self-esteem”?). Thus both content and criterion validity have difficulties 
associated with evaluating the validity of a measurement, so many researchers’ attention 
has focused on construct validity (Benson, 1998; Messick, 1995). Construct validity is 
supported when the correlation between the score from a measurement and a score from a 
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measurement of another construct which is closely related in a theory is strong. Thus, 
construct validity is a matter of degree (strength).  
The process of construct validation is theory-based. The validation process starts 
with finding related constructs in theory, finding reliable and valid ways to measure the 
related constructs, and finally interpreting the empirical evidence of the relationship in 
terms of the theory. However, Cronbach and Meehl (1955) observed that construct 
validation is not applied only to a fully developed theory but also to a theoretically derived 
hypothesis or a probability statement. If the hypothesized relationships are confirmed by a 
body of empirical evidence as predicted by the theory, the targeted measurement is 
regarded as useful. What if the result shows a negative correlation between two constructs, 
the focal construct and other theoretically related constructs? Carmines and Zeller (1979) 
suggest three possible interpretations: (1) the theoretical framework used to validate the 
questionnaire is incorrect (e.g., the hypothesis or theory, ‘DAP of teachers is positively 
related to years of teaching experience’ is in demand of revision); (2) the statistical 
technique itself or procedure that was used is inappropriate; or (3) one of the measurements 
(e.g., measurement of “DAP of teachers” or “years of teaching experience”) or both do not 
have construct validity. For example, a validation process might start with a hypothesis, 
‘Teachers who report strongly endorsing developmentally appropriate beliefs will have a 
high education level.” In order for the instrument which measures developmentally 
appropriateness of teacher beliefs to demonstrate construct validity, the higher scores from 
the instrument should be positively correlated with the higher educational level of teachers.  
The statistical methods to test construct validity are factor analysis, Pearson 
product-moment (PPM) correlation coefficient, multiple regression (MR), and analysis of 
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variance (ANOVA). Factor analysis is used to determine whether item responses cluster 
together in patterns which are predictable or reasonable in light of the theoretical structure 
of the construct of interest. Construct validation through factor analysis identifies common 
factors to be compared to subtests (e.g., DAP and DIP), which are supposed to measure the 
same construct. PPM correlation coefficients are calculated to see the relationship between 
the construct of interest and other constructs that are derived from theories. They examine 
the correlation between the composite score from the focal measurement and the composite 
score from other measurements. Multiple regression analysis is used to assess the relative 
contribution of other constructs to variance in the focal construct. ANOVA is utilized to 
compare scores of different groups that are expected to be different.     
Validity is not a process of proving but of supporting a case with evidence 
(Messick, 1995). Even when a large body of evidence exists that supports the validity of a 
measure, on-going validation processes are needed as the interpretation of the construct 
changes due to social, historical, and cultural contexts. Numerous studies may be required 
to build a body of evidence to support the inferences made from the scores, utilizing 
different samples and different variables that are related to the constructs of interest and 
utilizing evidence obtained at different times. Validity testing is an on-going process and 
never comes to an end. 
Objectives 
The purpose of this study is to test the psychometric properties of an instrument 
designed to operationalize DAP as conceptually defined by the NAEYC 1997 guidelines 
(Bredekamp & Copple, 1997). The study tests the reliability and validity of the Teacher 
Beliefs and Practices Survey: 3-5 Year Olds. Data on the measure’s reliability and validity 
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are presented. Information regarding the beliefs and practices of kindergarten teachers 
about DAP is provided as an examination of construct validity of the targeted 
questionnaire. The statistical qualities of the added items which reflect the revised 
guidelines are compared to the items which are from the first edition of the questionnaire.  
Hypotheses 
1. The measurement has content validity, as determined by the results of a survey of 
nationwide experts in ECE. 
2. The measurement is reliable, as determined by an analysis of internal consistency. 
3. The measurement has criterion-related (concurrent) validity, as determined by a  
    significant relationship between scores from an observational rating scale and the scores  
    from the measurement. 
 4. The measurement has construct validity, as determined by a significant  
    relationship between the level of teachers’ beliefs about and practices of DAP and other  
    constructs. One of these constructs is teachers’ attitude toward the importance of    
    academic, athletic, artistic, and social experiences for young children measured by the  
    Teacher Educational Attitude Scale (TEAS) (Rescorla, Hyson, Hirsh-Pasek, & Cone,  
    1990). Other constructs measured in the targeted instrument are educational   
    levels of teachers, years of teaching experience, early childhood educational       
    backgrounds, class sizes, and teacher’s perceived relative influence in his or her    
    classroom decision-making. Based on the review of prior studies, the teachers’  
    beliefs and practices are expected to be more in agreement with developmentally  
    appropriate practices when the following properties are present: higher  
    educational level, early childhood educational backgrounds, smaller class sizes, and  
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     teachers’ perception of themselves as a relative influence. 
Limitations 
1. Sampling is limited to four regions in Southeast Louisiana divided by the Regional  
    Service Centers. This limitation is based on accessibility.  
2. Teachers’ perceptions are measured by a self-report instrument, rather than by   
    personal interviews about beliefs or direct observation of classroom practices, which  
    often provide more in-depth data. This is because the purpose of the current study is to  
    learn perceptions of a larger number of teachers. 
Definitions 
 DAP is defined as teaching appropriately by the age, by the uniqueness of the 
individual child, and by the context (or culture) of the child (Bredekamp & Copple, 1997). 
“Cultural or contextual appropriateness” was added to the definition in the second edition. 
The definition of “DAP” expanded as the thoughts on DAP developed and as the DAP 
guidelines by NAEYC were revised in 1997.   
Teaching based on DAP principles should be developmentally (age) appropriate, 
individualized, and context-based and multicultural. According to the revised NAEYC 
guidelines (Bredekamp & Copple, 1997), each principle is defined as follows: 
Developmentally (age) appropriate teaching is based on “what is known about child 
development and learning - knowledge of age-related human characteristics that permits 
general predictions within an age range about what activities, materials, interactions, or 
experiences will be safe, healthy, interesting, achievable, and also challenging to children” 
(p.36); Individually appropriate practices refer to teaching based on information or 
knowledge of “what is known about the strength, interests, and needs of each individual 
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child in the group to be able to adapt for and be responsive to inevitable individual 
variation (p.36); Context-based and multicultural practices refer to teaching based on the 
knowledge of “the social and cultural contexts in which children live to ensure that 
learning experiences are meaningful, relevant, and respectful for the participating children 
and their families” (p. 36). 
Assumptions 
1. Teachers will respond honestly and accurately to the questionnaire.  
2. The Teacher Beliefs and Practices Survey is assumed to measure the concept of     
             DAP, as defined in the 1997 NAEYC guidelines.  
3. The schools that are selected for the present study are believed to represent  
       kindergartens in southern Louisiana. 






REVIEW OF LITERATURE 
 
This chapter consists of two sections. The first section examines studies that 
focused on the development of instruments to measure ECE teachers’ beliefs about and 
practices of DAP. In this section, two categories of studies of instruments developed to 
measure DAP are reviewed: (1) studies using instruments designed to operationalize DAP 
based on NAEYC guidelines and (2) studies using instruments designed to operationalize 
DAP with guidelines other than the NAEYC guidelines. 
The second section reviews prior research conducted on teachers’ beliefs about and 
practices of DAP. In this section, research on the beliefs and practices of teachers in the 
United States will be compared with research on teachers in South Korea. 
How Has DAP Been Measured? 
The following section will present reviews of studies where researchers developed 
instruments to measure the developmental appropriateness of teachers or classroom 
activities in ECE. Researchers developed the instruments used to measure developmentally 
appropriate concepts and practices differently. They used different resources to base the 
measurement on and tested the psychometric properties of the instruments differently. The 
types of measures can be divided into two categories according to how they obtained 
information about DAP. The first type of measure is a questionnaire designed to 
investigate teacher perceptions through self-ratings. The second type of measure is an 
observation scale designed to obtain information about the developmental appropriateness 
of classroom activities from direct and objective observations. The instrument 
development phases that will be discussed in the following studies are based on Benson 
and Clark’s (1982) guide for measurement development and validation procedures. Benson 
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and Clark presented four phases in the development of a new measurement. In Phase 1, a 
team of researchers writes a pool of items based on the purposes of the test and the target 
group. In Phase 2, the items are reviewed by experts in the area and qualitatively evaluated 
by a small sample of target groups (e.g., preschool teachers). Then items are revised using 
feedback from the experts and a small sample. In Phase 3 and 4, a pilot test is conducted 
and the data are analyzed and tested for reliability and validity using quantitative methods.  
Studies that Operationalized DAP Based on the 1987 NAEYC Guidelines. Most 
studies tried to measure beliefs about and practices of DAP with statements or items that 
were based on the 1987 NAEYC guidelines (Charlesworth, Hart, Burts, Thomasson, 
Mosley, & Fleege, 1993; Smith, 1993; Hyson, Hirsh-Pasek, & Rescorla, 1990; Burts, 
Hart., Charlesworth, & Kirk, 1990; Burt, Sugawara, & Wright,1993; Stipek, Daniels, 
Galluzzo, & Milburn,1992; Oakes & Caruso, 1990; Bryant, Clifford, & Peisner,1991; 
Hoot, Bartkowiak, & Goupil, 1989; Vance, & Boals,1989; Charlesworth, Hart, Burts, & 
Hernandez,1991). The following studies used teacher questionnaire measures and 
observation scales to measure developmentally appropriate practices as described by the 
1987 NAEYC guidelines. Table 1 provides a summary of the studies that operationalized 
DAP based on the 1987 NAEYC guidelines including information about the types of 
anchors used in the measurement and statistical analyses each study used (see Table1).  
For the Charlesworth, Hart, Burts, and Hernandez (1991) study, researchers 
developed a teacher questionnaire for kindergarten teachers to obtain information on the 
teachers’ self reported beliefs and practices related to DAP. The items in the questionnaire 
were developed by a team of researchers and graduate students at LSU and reviewed by 
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Table 1. Studies that Operationalized DAP Based on 1987 NAEYC Guidelines 
 Charlesworth, et al. Charlesworth, et al. Smith Hyson, et al. 
Year 1991 1993 1993 1990 
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Method Self-rating Self-rating Self-rating Observation (CPI) 
Purpose To measure 
teachers’ self-




reported beliefs and 
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To develop a 
reliable and valid 
measurement of 
teacher beliefs about  
DAP 
To measure the 
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beliefs than their 
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Both DAP and 










 Burt et al. Oakes & Caruso Bryant, et al. Hoot,et al. 
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Source NAEYC 
Guidelines (1987) 
NAEYC guidelines NAEYC guidelines NAEYC guidelines 
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(participants) 
2 first grade 







401 elementary & 
special education 
administrators, pre-k, k, 
primary, intermediate, 



















Observation (TSC) Observation  (CKA), 
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To investigate the 
relationship 
between the level 
of DAP 
implementation 
and authority share 
in a classroom 




practices and to 
determine the 
predictors 
To measure the beliefs 
of teachers and 
administrators about 
DAP 
Phases 1,2,3 1,2,3 * 1,2,3 
Anchor  “really true” or 
“sort of true” 
ratings on either  








point Likert scale 
(degree of 
agreement) 
Choice between A 

















with the teachers, 




























between CKA scores  
(practices) and the 
questionnaire 
(beliefs) & the 
ECERS 
Special educators, pre-
k teachers, and 
elementary and special 
education 
administrators had 
better DAP knowledge  
than K, primary, and 
intermediate teachers 
Note. * The study did not provide this information. 
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other researchers. The questionnaire was administered to graduate and undergraduate 
students in early childhood methods classes for qualitative feedback and revision. The 
development process included all four phases of questionnaire development as described 
by Benson and Clark (1982).  
 The questionnaire consisted of two subscales: The Teacher Beliefs Scale (TBS; 30 
items) and the Instructional Activities Scale (IAS; 31 items). Each subscale consisted of 
questions that described DAP and DIP with a 5-point Likert scale. The TBS used a degree-
of-importance rating scale rather than an agree/disagree scale or a yes/no format, with the 
intention of providing an indication of the relative value of the importance of beliefs about 
DAP. One hundred thirteen public and private kindergarten teachers in four southern states 
participated. The Checklist for Rating Developmentally Appropriate Practice in 
Kindergarten Classrooms (Charlesworth, et al., 1991) was an observation tool developed 
to test the validity of the teacher questionnaire. 
Factor analysis of the TBS found four factors (appropriate, inappropriate, 
relationship, and literacy) and showed moderate levels of internal consistency for each 
factor (α = .68 ~ .85). Factor analysis for IAS found six factors (appropriate, inappropriate, 
exploring, rote learning, art activities, and control) and showed low to moderate levels of 
internal consistency (α = .60 ~ .75).  
The correlation analysis between developmentally appropriate Teacher Beliefs and 
appropriate Instructional Activities (r = .63, p < .000) and developmentally inappropriate 
Teacher Beliefs and inappropriate Instructional Activities (r = .71, p < .000) showed 
significant positive relationships; however, teachers’ Beliefs scores were higher than their 
Instructional Activities scores. To compare the questionnaire results with classroom 
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observation, four teachers were observed. Two of the four teachers’ scores fell on the 
appropriate side of the scale and two on the inappropriate side of the scale. The survey’s 
validity was substantiated because the factor pattern in the survey and in the observation 
ratings showed much similarity between the four subjects. The teachers displaying stronger 
beliefs on the survey showed a higher perception of internal locus of control in classroom 
decision making.  
 Charlesworth, Hart, Burts, Thomasson, Mosley, and Fleege (1993) made slight 
modifications to the Teacher Questionnaire (Charlesworth, Hart, Burts, & Hernandez, 
1991) reflecting the results from the previous study. The original questionnaire had been 
developed from the NAEYC guidelines for 4- and 5-year-olds and had been designed and 
field tested in the initial study (Charlesworth, et al., 1991). The questionnaire consisted of 
36 items of TBS (originally 30) and 34 items of IAS (originally 31). As in the previous 
study, The Checklist for Rating Developmentally Appropriate Practice in Kindergarten 
Classrooms (Charlesworth, et al., 1991), based on the 1987 NAEYC guidelines, was used 
for validation.  
Consistent with the results of other studies (Charlesworth, et al., 1991; Verma & 
Peters, 1973; and Hatch & Freeman, 1988), the positive correlation between beliefs and 
reported practices regarding DAP was moderate (r = .53) and statistically significant (p < 
.01). Most classes had mixed ratings with teachers using a combination of appropriate and 
inappropriate materials and activities. These results, together with the relatively normal 
distribution of the global inappropriate beliefs and practices scores from the 
questionnaires, supported the existence of a developmentally appropriate-inappropriate 
practice continuum as suggested by Bredekamp and Rosegrant (1992). 
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The modified questionnaire for this study was administered to 204 kindergarten 
teachers. Factor analysis found seven factors in the Beliefs Scale (Activities and Materials, 
Social, Individualization, Literacy, Integrated curriculum, Structure) and eight factors in 
the Instructional Activities Scale (Activities, Inappropriate Literacy, Learning, 
Exploratory, Integrated curriculum, Multicultural/Outdoor, Management/Guidance, 
Teacher directed learning). Cronbach’s α ranged from .58 to .84 for the Beliefs Scale and 
from .56 to .79 for the Instructional Activities Scale. Factor analysis and observations in 20 
kindergarten classrooms substantiated the validity of the questionnaire. In general, the 
questionnaire demonstrated good psychometric properties. The strongest belief factor was 
“developmentally inappropriate activities and materials,” which could be used 
independently later to identify teachers who used more developmentally appropriate and 
inappropriate practices.  
In his Primary Teacher Questionnaire (PTQ) Smith (1993) tried to retain “as much 
of the wording of the original NAEYC statements as possible” (p.24). The study was 
conducted in three phases (Benson & Clark, 1982): Phase 1 involved scale development 
and focused on the formation of an item pool; Phase 2 involved a small scale tryout test 
and refinement of the instrument; and Phase 3 involved actual field testing of the Primary 
Teacher Questionnaire (PTQ). It used a 4-point Likert scale, comprising the categories of 
“strongly disagree,” “somewhat disagree,” “somewhat agree,” and “strongly agree,” which 
forced a response that was either developmentally-based or traditionally teacher-directed, 
with no room for a neutral response. It consisted of 28 items in the developmentally 
oriented scale (DAP) and 28 items in the traditionally oriented scale (TRAD).  
 38
The PTQ was administered to 144 in-service teachers and teachers-in-training. The 
internal consistency of the scales (α = .802 for the DAP scale and .867 for the TRAD 
scale) showed good reliability. Factor analysis (a principle axis factoring with two-factor 
varimax rotation) was run to find factors and valid and reliable items. The validity of the 
questionnaire was substantiated because both the DAP and TRAD scales highly 
differentiated teacher beliefs between teachers with ECE background and teachers with 
elementary background. The author found that the DAP and TRAD scales, rather than 
measuring different realms of teachers’ beliefs as was originally assumed, appeared to 
measure the two poles of a binary construct: beliefs about appropriate practice versus 
beliefs about inappropriate practice. These results suggested that the total score (Total= 
DAP + TRAD-Reversed; 1=4, 2=3, 3=2, 4=1) could be used to increase the level of 
discrimination among subjects’ endorsement of DAP.  
Hyson, Hirsh-Pasek, and Rescorla (1990) were concerned about the overly 
academic curricula in early childhood programs and measured the effects of an 
academically-oriented curriculum on children’s affective domain outcomes. The purpose 
of the 1990 study, which was a part of a larger project, was to develop a new observation 
instrument for 4-and 5-year-old classrooms to investigate a narrower range of early 
childhood program characteristics than measuring the whole DAP concept. The emphasis 
was in contrasting formal academic instruction with an informal, open-ended, and concrete 
approach. The Classroom Practices Inventory (CPI) contained 26 items. Of these, the first 
20 items described DAP (10) and DIP (10) activities that are observable based on the 1987 
NAEYC’s guidelines for 4- and 5-year olds. The later 6 items assessed the emotional 
climate of the early childhood program, and these items were adapted from NAEYC’s 
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accreditation criteria for early childhood programs (NAEYC, 1984). Staff from the 
Academic Environments Project and university students in early childhood education 
visited 58 classrooms in a wide range of settings, including half-day preschools, laboratory 
schools, day care centers, and public and private kindergartens in Pennsylvania and 
Delaware.  
Cronbach’s α (.96) showed a high internal consistency of the measurement. 
Intercorrelations of subscales (DAP, DIP, and Emotional Climate) of the measure showed 
high and significant correlation (r = -.82 for DAP and DIP; r = .79 for DAP and Emotional 
Climate; r = -.75 between DIP and Emotional Climate, p< .001 for all). Factor analysis 
substantiated the discrimination of items among DAP, DIP, and Emotional Climate 
descriptions. Exact inter-observer agreement averaged 64%.  
 Validity was assessed by correlating CPI scores with criteria which included 
mothers’ educational attitudes, teachers’/directors’ educational attitudes, and children’s 
characteristics/outcomes (academic skills, creativity, anxiety in a testing situation). The 
high correlations between CPI scores and the criteria confirmed the validity of the 
measure.  
The goal of Burt, Sugawara, and Wright’s (1993) study was to measure DAP in 
primary classrooms through classroom observations. The Scale of Primary Classroom 
Practices (SPCP) contained items of DAP and DIP derived from the position statement of 
1987 NAEYC guidelines (Bredekamp, 1987). The review of the scale by experts found 
two major categories: teacher behavior (22 items) and child behavior (14 items). The 
instrument development had three phases (Benson & Clark, 1982): item development, item 
evaluation, and pilot-study. The SPCP consisted of dichotomous statements representing 
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DAP and DIP placed at opposite ends of the continuum. In order to avoid a neutral 
response by an observer, the teacher is asked to select one statement between a DAP and a 
DIP statement that most closely reflects what teachers and children do in his or her 
classroom. After that choice is made, the observer should indicate whether the statement 
chosen is “really true” or “sort of true.” Scoring for the DAP end of the scale was four 
points for “really true” and three points for “sort of true.” Scoring for the DIP end of the 
scale was two points for “sort of true” and one point for “really true.” Scoring thus adopted 
a 4-point Likert scale.   
Twelve independent observers rated two first grade classrooms chosen from 22 
classrooms for evaluation on the basis of contrasting DAP and DIP in these classroom 
practices. Two classrooms were selected because they exemplified the best contrast in 
classroom practices: classroom A was identified as demonstrating a high level of DAP, 
while classroom B was identified as demonstrating a low level of DAP. Criteria used in the 
selection of the two classrooms included researchers’ knowledge of DAP, interviews with 
the classroom teachers, and observations of the classrooms on a randomly selected school 
day. SPCP was validated by showing the total SPCP scores significantly discriminated 
between classroom A and B in the predicted direction in the circumstances when the 
observers were not informed about the nature of these classrooms. The mean percentage of 
exact agreement between observers was moderately high (85.30%) for classroom A, but 
moderately low (50.50%) for classroom B. Cronbach’s α was very high, ranging from .95 
to .99 for the total SPCP and its subscales. 
Oakes and Caruso (1990) investigated the relationship between the level of 
kindergarten teachers’ implementation of DAP and their attitudes toward authority-sharing 
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with children in their classrooms. Teachers’ educational and professional backgrounds 
were also examined to determine if they were related to their attitude about authority-
sharing. Twenty-five public school kindergarten teachers were observed using the 
Teaching Strategies Checklist (TSC) which had 14 items consisting of seven contrasting 
pairs of appropriate and inappropriate teaching activity items: child-initiated and teacher-
directed activities; non-controlled and controlled responses; active and passive child 
behaviors; small and total group activities; manipulative and abstract materials; 
encouragement of divergent and convergent thinking; and open-ended and directed 
interactions. The items mainly contrasted child-centered and teacher-directed activities in 
terms of the NAEYC guidelines (Bredekamp, 1987) for activities for 4- and 5-year-old 
children.  
To ascertain teachers’ attitudes about authority-sharing with children, a teacher-
report instrument, Problems in Schools Questionnaire (Deci, Schwartz, Sheinman, & 
Ryan, 1981), was utilized. The instrument consisted of eight short vignettes portraying 
typical problem situations in classrooms followed by four possible responses for a teacher 
to handle the problem. The Professional Background Questionnaire was developed for this 
study and included questions concerning years teaching, years teaching kindergarten, 
educational background, teaching licenses held, memberships in professional 
organizations, attendance at professional conferences, and influences on curriculum 
planning. The study reported a pilot test of the observation scale conducted before the 
current initial study and reported the mean of the inter-observer reliability (r = .74). 
While teachers’ scores on the authority orientation fell mainly in the authority-
sharing range, scores on the observation measure, Teaching Strategies Checklist (TSC),  
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were well below the developmentally appropriate level. The scores of subcategories from 
the TSC were correlated with the composite score of Problems in Schools Questionnaire 
which measured the teachers’ attitudes toward authority-sharing with children. In spite of 
the discrepancy between teachers’ reported attitude toward authority-sharing and their 
observed teaching practice, teachers’ beliefs about authority-sharing showed significant 
positive correlation (r = .37 ~ .58, p< .05) with teachers’ implementation of DAP in their 
classrooms in four teaching strategies (non-controlled response, small groups, 
manipulative materials, and divergent thinking) out of seven. Although the teachers in the 
sample were observed to practice more DIP than DAP, they were more likely to implement 
DAP if they held an authority-sharing attitude. Construct validity of the TSC was 
demonstrated by a positive correlation with the measure, Problems in Schools 
Questionnaire, which measured a construct theoretically related to DAP, the authority-
sharing attitude of teachers. No significant correlations between selected professional 
background measures and scores on the Problems in Schools Questionnaire were found.    
Bryant, Clifford, and Peisner’s (1991) study was conducted to measure the 
developmental appropriateness of kindergarten teachers’ practices based on the 1987 
NAEYC guidelines and to identify significant predictors of DAP. One hundred three 
kindergarten classrooms in North Carolina were selected by a stratified random sampling 
procedure, which proportionally allocated samples based on school size and region of the 
state. 
Two observational measures and a questionnaire were used for the study. A 
Checklist of Kindergarten Activities (CKA) was developed, and a slightly revised ECERS 
was used to validate the checklist. The ECERS, a rating scale designed for preschool 
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classes, was modified to reflect kindergarten activities that usually do not occur in 
preschools. The CKA was based on the NAEYC’s position statement regarding DAP 
(Bredekamp, 1986). The observational measure was developed to assess some specific 
areas important to kindergarten programs based on DAP guidelines but not included in the 
ECERS. The instrument contained 53 yes/no items with two subscales: Teaching Activities 
and Materials. Inter-rater reliability was assessed (r = .95). The study defined a DAP 
classroom as one with a score of at least 5.0 out of 7.0 on the ECERS. This criterion was 
based on the scoring indicators on the ECERS.     
     In order to compare the programs’ practices to teachers’ and principals’ beliefs 
about DAP, a questionnaire was designed to ascertain teachers’ and principals’ knowledge 
about and attitudes toward DAP. Items in the questionnaire were based on the NAEYC 
guidelines (Bredekamp, 1987) and, in part, on a 1986 survey used by the Oregon 
Department of Education. The questionnaire consisted of 28 statements about DAP and 
DIP, including information on retention, transition classes, and demographics. The scale 
used a 5-point Likert scale, from strongly disagree to strongly agree.  
 The results showed that only 20% of kindergarten classes met the criteria for DAP 
classrooms based on the scores on the ECERS. Criterion-related validity was substantiated 
by a high correlation between the mean score on the revised ECERS and each of the CKA 
subscales (r = .59 ~ .81, p< .001) and the CKA total score (r = .83, p< .001). The 
developmental appropriateness of the classes was predicted by teachers’ and principals’ 
knowledge and beliefs about DAP. The developmental appropriateness of the classes, 
however, was not significantly related to geographic location, school size, per pupil 
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expenditure, or the education or experience of the teacher or principal. A detailed 
description of the item development for the CKA and the questionnaire was not provided. 
Hoot, Bartkowiak, and Goupil (1989) conducted a survey to measure beliefs of 
teachers and administrators about DAP. Participants were 401 elementary and special 
education administrators and pre-k, kindergarten, primary, intermediate, and special 
education teachers from a large Northeastern state. 
An instrument, the Educators’ Beliefs Regarding Preschool Programming 
(EBRPP), was developed for the study. It was based on the NAEYC guidelines 
(Bredekamp, 1987). A panel of three judges recognized as experts in ECE and 
knowledgeable of NAEYC guidelines certified that each of the 18 items discriminated 
between appropriate and inappropriate practices. For each item, two responses (A or B) 
were developed to delineate between knowledge of appropriate/inappropriate practice for 
preschoolers. Appropriate responses were scored as “1,” and inappropriate responses were 
scored as “0.” The final draft of the instrument was piloted with a group of graduate 
students in elementary/early childhood education; however, the results from the pilot test 
to assess reliability and validity were not presented. ANOVAs were run to determine 
possible belief difference among educator groups. Overall, the study revealed that special 
educators, pre-k teachers, and administrators had significantly better knowledge of DAP 
than teachers in kindergarten, primary, and intermediate grades.   
Studies that Operationalized DAP with Guidelines Other than the NAEYC 
Guidelines. This section investigates studies that operationalized DAP using guidelines 
other than the NAEYC guidelines. Some provided only general information about 
resources and others provided specific information. Summary of the studies that 
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operationalized DAP based on guidelines other than the NAEYC guidelines is provided in 
Table 2 (see Table 2).  
Vance & Boals (1989) tried to determine whether significantly different views 
about appropriate kindergarten programs existed between kindergarten teachers and 
building administrators. Fifty-two items were created based on the definition of DAP and 
DIP as postulated by multiple professional organizations: NAEYC, the Association for the 
Childhood Education International (ACEI), and the Southern Association on Children 
Under Six (SACUS).  Ten kindergarten teachers and ten principals were asked to sort hte 
set of 52 cards (26 on DAP and 26 on DIP) from most important to least important 
regarding the establishment of a good kindergarten curriculum (a Q-sort technique).  
A comparison (t-test) of administrators’ and teachers’ mean responses showed no 
significant difference in their evaluations of appropriate and inappropriate categories of 
statements. Both groups appeared to support DIP practices more than the DAP practices 
endorsed by professional organizations. McQuitty’s Elementary Linkage and Factor 
Analysis was run and found three types of groups which shared more commonality of 
perception. Type A seemed to favor authority in the classroom; Type B considered 
programmed learning to be important; and Type C placed a high priority on test 
performance. Types A and B were mainly composed of teachers, and Type C was 
predominantly composed of principals. The authors didn’t describe their item development  
procedures, pilot study, or reliability or validity test for the instrument they developed. The 




Table 2. Studies that Operationalized DAP With Guidelines Other Than the NAEYC 
Guidelines 
Note.* The study did not provide this information.                                             (table con’d) 
 
 
 Vance & Boals Farran, et al. Hatch & Freeman 
Year 1989 1993 1988 
Source NAEYC guidelines, 
ACEI, SACUS 
Parten’s (1932) play categories & 
a system for observing in open 
classrooms (Farran, 1977) 
* 
Subject 10 kindergarten teachers 
and 10 principals 
23 Chapter 1 funded preschools 36 Kindergarten teachers, 
principals, & supervisors 
Composition 
(Items) 
52 cards (26 DAP & 26 
DIP statements) 
Play setting (12 codes), Play level 
(8 codes), Physical behaviors 
(19), Verbalization (14) 
17 open ended questions 
Method Q-sort technique Observation  Qualitative (interview) 
Purpose To determine whether 
different views of DAP 
exist between 
kindergarten teachers and 
building administrators 
To see the diversity in classroom 
behaviors resulting from MOPP 
could be accounted for by relative 
levels of developmental 
appropriateness measured by 
ECERS 
To investigate teachers’ & 
principals’ perception on 
the kindergarten teaching 
Phases * * 1,*, 3 
Anchor Sorting Codes and anecdotal notes Open ended 
Reliability  
 
* Inter-observer agreement * 
Validity 
 
* Criterion (ECERS) * 
Analysis t-test & McQuitty’s 
Elementary Linkage and 
Factor Analysis 
Descriptive (m, %) 
Chi-square 
Descriptive (%) & 
Qualitative 
Findings Both groups supported 
DIP more than DAP (with 
principals placing a high 
priority on test 
performance) 
More appropriate classrooms 
used less large group instruction 
and more time spent on 





 Wien Stipek, et al. Hitz & Wright Spidell-Rusher, et al. 
Year 1996 1992 1988 1992 




literature review on 
ECE 
Subject 5 preschool 
teachers 
62 preschool and 
kindergarten 
classrooms 
Kindergarten & first 
grade teachers, & 
principals 
178 kindergarten 






· Observation scale (27 
during observation, 36 
after-observation), 
· Teacher 
questionnaire (9 items) 
6 formal instruction 
and 6 developmental 
practices 













Observation scale & 
teacher questionnaire 
Self-rating Self-rating 
Purpose To learn factors 
that make teachers 
practice DAP 
To differentiate early 
childhood education 
programs with regard 
to the nature of 
instruction and the 
social-emotional 
climate of the 
classroom 
To learn principals’ 
and teachers’ view 
on the trend toward 







Phases Qualitative * * * 
Anchor Open-ended Observation (3- or 4-








Reliability Qualitative Inter-observer 
agreement, α 
* * 




Analysis Qualitative ANOVA Descriptive (%) Two-way MANOVA 
Findings Importance of 
conscious 











academic ones by 
both teaches and 
principals (with 
principals’ having 





systems but the 
difference was 
bigger between 
teachers and male 
principals than 
between teachers and 
female principals 
Note.* The study did not provide this information. 
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 Farran, Son-Yarbough, Silveri, and Culp (1993) measured the developmental 
appropriateness of 23 preschools receiving Chapter 1 funds. The study explored the 
relationship between ECERS ratings and observed classroom behaviors. Observations of 
184 preschool boys and 214 girls in 23 classrooms were conducted. Two observational 
instruments, ECERS and the Manual for Observation of Play in Preschools (MOPP), were 
utilized. MOPP, a behavioral observation scale, operationalized play in preschools based 
on Parten’s (1932) play categories and a system for observing in open classrooms (Farran, 
1977). MOPP was intended to be used during center or free-play time and was based on 
the observation of four categories of behaviors: play settings, types and levels of play, 
types of tasks, and child communication. Inter-observer agreement rate was .80 for MOPP.  
Despite wide score variations in behaviors observed using MOPP, all classrooms were 
rated as being developmentally appropriate using ECERS (the score 5 and above).  
To determine whether some of the diversity in behaviors measured by MOPP could 
be accounted for by relative levels of developmental appropriateness measured by ECERS, 
authors grouped the classrooms by ECERS scores: developmentally more appropriate 
classrooms (n = 8), less appropriate classrooms (n = 9), and in-between classrooms (n = 6). 
The more appropriate classrooms showed significantly less use of large group instruction 
and more time spent with children talking compared to the less appropriate classrooms (n = 
9) that showed more use of large group instruction and more time spent with children 
listening.   
 The study concluded that even though ECERS was a good measurement to assess 
appropriate environment and MOPP provided empirical information about the operations 
of classrooms, ECERS only considered room arrangement, scheduling, and classroom 
 49
routines, and MOPP only considered the frequencies of different classroom behaviors. 
Neither scale considered the quality and content of teaching and learning in the classroom. 
The study suggested that the two instruments were not sufficient for rating developmental 
appropriateness. The researchers concluded the necessity for a valid rating scale that would 
focus on the cognitive and affective content of teacher-child and child-child interactions 
and provide a means for a better understanding of what was being learned by the children 
in their classrooms.  
Hatch and Freeman’s (1988) study was one of several qualitative investigations on 
kindergarten teachers’ beliefs and practices (Smith & Shepard, 1988; Wien, 1996). In this 
ethnographic study, 36 informants from three groups (teachers, principals, and supervisors) 
in 12 representative public school districts in Ohio were interviewed. Seventeen open-
ended questions sought teachers’ perspectives on education philosophies and practices in 
kindergarten programs. Both the teacher philosophy of learning and ideas about 
development in the education for young children were addressed in the questions. Practical 
conflicts between the teachers’ philosophy and parental expectations and between the 
teachers’ philosophy and classroom practices were considered. Although there was no 
evidence that the interview questions were developed directly from NAEYC guidelines, 
the questions seemed to be based on learning and developmental theory and a beginning 
understanding of the concept of DAP.  
Several patterns were identified in this study: the informants perceived that 
kindergarten programs were increasingly academic- and skills- oriented, individuals 
implementing these programs did not believe their kindergartens met the needs of young 
children, and the participants experienced philosophy-reality conflicts.  
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 In Wien’s (1996) exhaustive investigation of five preschool teachers, she looked 
for the difficulties encountered by teachers in constructing DAP, and she contrasted DAP 
with teacher-directed teaching (“teacher dominion” was her term). She used her own 
definition of DAP (child-choice, child-control, individual activities, and a variety of 
activities). Developmental appropriateness was assessed based on this definition and 
through observations of the classrooms, interviews with the teachers, and shared reflection 
with the teachers on their teaching rather than through a questionnaire or an observation 
scale. She discovered how important it was for the teachers to reflect on tacit practice 
(“scripts for action”), those practices inherited from previous teachers’ past learning 
experiences.  
In her assessment using observations, interviews, videotaping, and video review 
methods, the principle issues related to the use of developmentally appropriate practices 
were power and time. Wien found time to be an important constraint which can hinder 
teachers’ construction of developmentally appropriate practice. Two out of three teachers 
presented perceived time as a fixed frame. That perception, along with other possible 
constraints (e.g., heavy duty, multiple programs in a job), was found to obstruct child-
centered practices. One teacher transcended the rigid time frame and reorganized all 
aspects of her program to attempt developmental appropriate teaching. When the teacher 
was more aware of children’s interests and needs than of the time frame, developmentally 
appropriate practices emerged. Conscious reflection on tacit knowledge or conventional 
organization of time was the key for developmentally appropriate practices.  
Teacher power (teacher dominion was her term) was also an important factor. 
Teachers who demonstrated more inappropriate practices held the power to determine 
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actions in the classroom; teachers who demonstrated more developmentally approprite 
practices shared the power in decision making with the children and had more flexibility in 
scheduling. Wien’s study provided an in-depth investigation about the decision making 
process for teachers on what developmentally appropriate practice is.  
  Although Wien’s study provided a different perspective in assessment of 
developmental appropriateness, it didn’t provide a practical means of measurement. The 
sample size was very small. When a larger sample of teachers’ beliefs and practices is 
desired, difficulties in measurement arise. Also her findings focused on power sharing 
between teacher and children and the idea of time organization. The concept of DAP 
covers more than power sharing and time organization. DAP considers developmentally 
appropriate, individually appropriate, and contextually appropriate practices.   
Stipek, Daniels, Galluzzo, and Milburn (1992) investigated the relationship 
between teachers’ instructional practices and the social climate of the classroom. The study 
attempted to create an empirically based approach to differentiating ECE programs with 
regard to a broad array of instructional and social-climate variables. The instructional 
practices and social-emotional climates of 62 preschool and kindergarten programs for 
poor and middle-class children were observed. The observation protocol (scale) was 
developed with subscales of child-initiative, teacher warmth, positive control, academic 
emphasis, performance pressure, and evaluation stress. The observation scale had 27 items. 
Each item involved a 3- or 4-point response scale which included descriptions of different 
degrees of DAP in the classroom. Among the possible responses, an observer’s choice was 
made during the observation. An additional 36 summary items were completed by the 
observer at the end of the day.  
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The items measured two concepts: the nature of the teachers’ instruction and the 
social climate of the classroom. The observational ratings were supplemented by the 
teachers’ responses to several interview questions about practices that were not observable 
during the day (e.g., frequency and nature of homework). This study didn’t provide 
detailed information regarding resources on which the observation scale is based. Because 
the researchers believed little research had assessed the social-motivational effects of 
instructional practices in ECE programs, they used a model of research conducted with 
older children and adults to determine which aspects of instruction and classroom 
organization to code.  The descriptions of items, nevertheless, look very similar to 
descriptions in the old NAEYC guidelines (e.g., children choose peers to work/play with, 
children can opt out of activities, flashcards and worksheets used for homework).  
Reliability was assessed by correlating subscale scores derived from two observers’ 
independent ratings for 12 programs. Inter-observer agreement for each of the six 
subscales ranged from .73 to .99, with a mean of .91. Factor analysis yielded two clusters 
of subscales. One was Positive Social Context, which included subscales of child initiative, 
teacher warmth, and positive control. The other was Teacher-Directed Instruction, which 
included subscales of academic emphasis, performance pressure, and evaluation stress. 
Based on these two typologies, the researchers distinguished three groups from the 
programs in their study: the “child-centered” programs, which were very high on the three 
positive social context subscales and very low on the three teacher-directed instruction 
subscales; the “didactic” programs, which exhibited the reverse of the scores; and the 
“intermediate” programs, which fell somewhere between the two extremes.  
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 To compare the results from the observation scale with results from a teacher 
questionnaire, the Teacher Didactic Beliefs Scale was created. It included 9 questions 
concerning teachers’ beliefs about teacher-directed performance and employed a 5-point 
Likert scale (definitely disagree ~ definitely agree). The reliability measure (Cronbach’s α 
= .78) indicated internal consistency. Supplementary information, such as the school 
policies regarding the evaluation, testing, and retention of children; teacher qualifications 
(teachers’ levels of education and experience); and teacher-child ratios were obtained by 
interviewing teachers, directors, and principals.  
Criterion-related validity of the observation protocol developed for this study was 
examined by comparing the three program types with the level of the teachers’ beliefs 
about DAP and observation results from ECERS and CPI. The three program types were 
associated with teachers’ beliefs about appropriate education for young children (scores 
obtained from the questionnaire) but not with the teachers’ levels of education and 
experience or adult-child ratios in the classroom. 
Hitz and Wright (1988) summarized the Oregon Department of Education’s 
statewide survey of all kindergarten teachers and principals and of randomly selected first-
grade teachers. The survey consisted of three parts: questions about the poerceived degree 
of change in academic emphasis, questions about the need of kindergarten teachers’ special 
training in early childhood education, and questions about the endorsement of 
developmental or formal academic activities.  Among the people who responded, a striking 
number (61% of principals, 64% of kindergarten teachers, 72% of first-grade teachers) 
agreed that emphasis on academic skills development had increased. Over 75% of the 
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principals and teachers agreed with the statement, “Kindergarten teachers should have 
special training in early childhood education.”  
The third part of the survey, which sought principals’ and teachers’ views on the 
trend toward formal instruction versus developmental practices, was presented without the 
information regarding resources from which the items were developed and without the 
information relating to the procedure for questionnaire development. The items offering a 
formal view of kindergarten and six items offering a developmental approach to 
kindergarten looked very similar to the NAEYC statements about DAP and DIP. In 
general, both teachers and principals favored the developmental statements over the formal 
academic ones (numbers were not provided), but principals showed much less support for 
DAP than the kindergarten teachers.  
Spidell-Rusher, McGrevin, and Lambiotte (1992) investigated kindergarten 
teachers’ and principals’ belief systems regarding early childhood education. Even though 
this study did not specifically mention DAP, many concepts in the study address similar 
ideas that are found in DAP. There were 178 kindergarten teachers and 51 principals in 
Texas who responded to a two-part survey which consisted of 56 items. The first part of 
the questionnaire included questions about demographic characteristics. The second part 
included 35 distinct belief statements about educational practices concerning young 
children and used a 5-point Likert scale (1 = strongly disagree and 5 = strongly agree). The 
researchers mentioned that they developed the statements through a comprehensive review 
of early childhood education literature. Participants were required to respond twice on each 
statement, once regarding their own beliefs and once regarding their perception of their 
districts’ philosophy or policy.  
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 Results of factor analysis showed three distinct factors: academics, child-
centeredness, and  activity issues. In general, teachers and principals expressed similar 
beliefs. When a difference was exhibited, there was greater disparity between teachers and 
male principals than between teachers and female principals. Male principals supported 
academic activities more strongly than female principals and child-centeredness and 
appropriate activities less strongly than female principals. The discrepancy between 
personal beliefs and perceived district philosophies was larger for teachers than for 
principals for all three factors. Also, teachers perceived themselves as having less influence 
on curricular decisions than principals perceived themselves, with male principals’ 
perceiving themselves as having more influence than female principals. 
 There was no description of the procedure for the survey development or the 
psychometric properties of the instrument. Furthermore, except for the comment on 
comprehensive literature review on early childhood education for item development, there 
seemed to be no authoritative resource for item development. 
Summary. Without strong measures for a study, reliable and valid results cannot be 
attained. The review of literature revealed that few measures developed to investigate DAP 
can be considered strong, reliable, and valid measures. Some studies (Hatch & Freeman, 
1988; Stipek, et al., 1992; Bryant, et al., 1991; Vance & Boals, 1989; Hitz & Wright, 1988; 
Spidell-Rusher, et al., 1992; Farran, et al., 1993) didn’t provide information about each 
stage of instrument development, and others (Hoot, et al., 1989; Vance & Boals, 1989; 
Hitz & Wright, 1988; Spidell-Rusher, et al., 1992) didn’t provide information about the 
psychometric properties instruments. Some studies (Verma & Peters, 1975; Hatch & 
Freeman, 1988; Wien, 1996; Stipek, et al., 1992; Hitz & Wright, 1988) did not report 
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authoritative resources for item development. Other studies (Charlesworth, et al., 1991; 
Smith, 1993; Hyson, et al., 1990) did not have the recommended sample size to conduct 
factor analysis.  
This review of the literature shows the need to provide a clear procedure for 
instrument development and to make evident the theory or principles upon which the 
instrument is based. Knowledge of the psychometric properties of the measure is needed to 
analyze the quality of studies and their findings. In the review of the literature, there were 
no published studies located to measure beliefs or practices based on the new NAEYC 
guidelines (Bredekamp & Copple, 1997). This study will attempt to measure teachers’ 
beliefs and practices based on the new NAEYC guidelines and will include the following 
characteristics: 
- a basis in some theory or guidelines appropriate to early education 
- an explicated procedure of instrument development 
- a means for determining psychometric properties 
- the capacity of distinguishing among teachers or programs in expected ways 
Research on Teachers’ Beliefs about and Practices of DAP 
Early research on DAP was primarily focused on the degree to which teachers in 
early childhood classrooms believed in and implemented child-centered activities as 
opposed to teacher-directed instruction. The relationship between the teachers’ beliefs and 
practices was also a topic of interest in that research (Charlesworth, Hart, Burts, & 
Hernandez, 1991; Stipek & Byler, 1997; Stipek, Daniels, Galluzzo, & Milburn, 1992; 
McMullen, 1999; Hitz & Wright, 1988; Hatch & Freeman, 1988; Verma & Peters, 1975; 
Bryant, Clifford, & Peisner, 1991; Vance & Boals, 1989; Spidell-Rusher, McGrevin, & 
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Lambiotte, 1992). Many studies showed that teachers had stronger beliefs about DAP than 
was demonstrated by their actual classroom practices. In addition to those topics, 
researchers have also recently investigated what factors and obstacles teachers face when 
they try to implement DAP in their classrooms (Goldstein, 1997; Jones, Burts, Buchanan, 
Jambunathan, 2000; Stipek & Byler, 1997; Nelson, 2000; Smith, 1997; Buchanan, Burts, 
Bidner, White, & Charlesworth, 1998). This section will briefly review those studies. 
Following the review of these studies, South Korean studies on teacher beliefs and 
practices will be examined. Including these studies can provide additional information 
about factors that affect teachers’ beliefs and practices related to DAP. If certain responses 
to the demographic questions about teacher and classroom characteristics in the Teacher 
Beliefs and Practices Survey show similar results, the importance of certain factors may be 
generalized. Tables will provide a summary of the factors that American and Korean 
research has shown to have significant effects on teachers’ beliefs about or practices of 
DAP (see Table 3 & 4). Authors’ full names for Korean studies are presented because of 
the frequent use of identical last names in the Korean culture. 
The U. S. Teacher Beliefs about and Practices of DAP. In the early eighties, interest in 
DAP in the U.S. increased as experts in ECE shared widespread concern regarding the 
effects on young children of developmentally inappropriate instructional practices. (Elkind, 
1981, 1987; Kagan & Zigler, 1987; Charlesworth, 1989; Gallagher & Siegel, 1987). To 
help clarify and describe effective teaching practices for educators, the guidelines for DAP 
were published by the NAEYC (Bredekamp, 1987). These guidelines did not result in a 
complete adoption of developmentally appropriate practices by all early childhood 
teachers. According to Dunn and Kontos (1997), there is still a low rate (20-30%) of  
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Table 3. Predictors of the U.S. Teachers’ Beliefs about and Practices of DAP 
Note. S indicates the variable was a significant predictor of statistical analyses in 
quantitative studies and a common theme in qualitative studies of beliefs about and 
practices of DAP. NS indicates the variable was not a significant predictor of beliefs about 
and practices of DAP in the study. (B & P) indicates both beliefs and practices; (B) 
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implementation of developmentally appropriate practices in preschool and kindergarten 
settings in the U.S. 
A host of research has focused on early childhood teachers’ beliefs about DAP and 
practices (see Table 3). The research has contributed to an understanding of how teachers 
perceive and practice DAP. The studies described how teachers perceived and/or 
implemented DAP, and they examined various factors which were related to teachers’ 
beliefs and their practices (Bryant, Clifford, & Peisner, 1991; Buchanan, Burts, Bidner, 
White, & Charlesworth, 1998; Charlesworth, Hart, Burts, & Hernandez, 1991; File & 
Gullo, 2002; Hyson, Hirsh-Pasek, & Rescorla, 1990; Jones, Burts, Buchanan, & 
Jambunathan, 2000; McMullen, 1999; McMullen & Alat, 2002; Smith, 1997; Stipek & 
Byler, 1997; White, Buchanan, Hilson, & Burts, 2001). Including some of the studies that 
were reviewed in the preceding section is necessary in order to completely examine teacher 
beliefs and practices, however, this section will focus on the teachers’ beliefs about DAP 
and their practices rather than on the instrument development procedure presented in the 
earlier section.  
Charlesworth, Hart, Burts, and Hernandez (1991), in an initial investigation using a 
questionnaire designed to measure the appropriateness of kindergarten teacher beliefs and 
practices, provided some information about kindergarten teachers’ beliefs and practices. 
One hundred thirteen kindergarten teachers in four southern states participated. The 
research largely showed two results. The first result indicated that teachers’ beliefs were 
moderately correlated (r = .63, p = .000) with their reported practices. A stronger positive 
correlation (r = .71, p = .000) was found between teachers’ developmentally inappropriate 
beliefs and inappropriate practices. Also beliefs and practices were somewhat inconsistent 
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in that beliefs were more developmentally appropriate than actual practices. The second 
result indicated that teachers with developmentally appropriate beliefs viewed themselves 
as being more influential in their decision making, with the school system second. 
Teachers who used more developmentally inappropriate practices felt that parents and 
principals had more influence over their teaching than did teachers who used fewer 
developmentally inappropriate practices.  
The Hyson, Hirsh-Pasek, and Rescorla’s (1990) study examined the relationship 
between teachers’ and administrators’ attitudes toward academic emphasis, the degree of 
implementation of DAP, and the emotional climate of ECE programs. Fifty-eight 
preschool and kindergarten classrooms in Pennsylvania and Delaware were observed. The 
researchers only measured the academic emphasis of the early childhood programs rather 
than all DAP concepts from the first edition of the guidelines. They developed and utilized 
the Classroom Practices Inventory (CPI), an observational measure with activities 
reflecting DAP (10) and DIP (10) from the NAEYC guidelines (Bredekamp, 1987). Six 
items assessing the emotional climate of early childhood programs were added in addition 
to the 20 DAP and DIP items. Teachers’ and directors’ educational attitudes were 
measured using the Teacher Educational Attitude Scale (TEAS), which measured attitudes 
toward early academic instruction and adult-directed learning. CPI scores, which 
represented the degree of teachers’ implementation of developmental appropriate practices 
and the classroom’s positive emotional climate, showed a negative moderate correlation (r 
= -.66, p< .001) with teachers’ and directors’ educational attitudes in favor of early 
academic instruction and adult-directed learning. That is, the more teachers and directors 
favored early academic instruction and adult-directed learning, the more the teachers 
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implemented DIP and this was related to a negative emotional climate which was prevalent 
in the classroom.     
Stipek and Byler (1997) explored the relationships among teachers’ beliefs about 
the way that children learn, the teachers’ actual practices, their views on the goals of early 
childhood education, and their satisfaction with current practices. They also explored the 
pressures on teachers to teach differently from their own beliefs about appropriate 
practices. Their sample included 60 early childhood teachers (preschool, n = 18; 
kindergarten, n = 26; and first grade, n = 16) working with an economically and ethnically 
diverse population of children.  
Classroom practices were measured using an observational scale (Stipek, Daniels, 
Galluzzo, & Milburn, 1992) which measured the emphasis on basic skills activities and 
teacher-directed instruction. It also measured the social climate of the classroom, including 
how nurturing, accepting, respectful, and responsive teachers were toward children. The 
teachers’ beliefs about appropriate education for young children were measured using a 
questionnaire (Stipek, et al., 1992) which had questions concerning teachers’ beliefs about 
teacher-directed or child-centered orientation and questions concerning the relative 
importance of the seven goals of early childhood education: social skills, independence and 
initiative, basic skills, cooperation, knowledge, self-concept, and creativity. The 
questionnaire included open-ended questions that asked the teachers’ opinions about their 
programs’ appropriateness regarding the degree of academic emphasis, the factors that 
affect that appropriateness, and the topics of school readiness, retention, and standardized 
tests. 
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Correlation analysis between the two teacher beliefs scales, basic skills-oriented 
and child-centered, revealed a moderate negative correlation (preschool, r = -.69, p< .01; 
kindergarten, r = -.68, p< .001) between the basic skills-oriented and the child-centered 
belief scales for preschool and kindergarten teachers. These teachers believed children 
learned one way or the other and that the two aspects of early childhood education were 
incompatible. The non-significant and negative weak correlation (r = -.34) between a basic 
skills-orientated and the child-centered belief scales for the first grade teachers suggested 
that they did not perceive the need to support only one of the two sets of beliefs.  
For preschool and kindergarten teachers, but not for first grade teachers, the beliefs 
espoused about appropriate practices (child-centered versus didactic and basic skills- 
oriented) for young children were significantly correlated with the practices implemented 
in the classrooms. That is, child-centered teacher beliefs were correlated positively 
(preschool: r = .67, p< .01; kindergarten: r = .37. p< .10; first: r = -.06) with the observed 
social climate and negatively (preschool: r = -.85, p< .001; kindergarten: r = -.73, p< .001; 
first: r = -.07) with the observed emphasis on basic skills, while the basic skills-oriented 
teacher beliefs scale was correlated negatively (preschool, r = -.49, p< .05; kindergarten, r 
= -.60, p< .001; first: r = -.12) with the observed classroom social climate and positively 
(preschool, r = .64, p <.01; kindergarten, r = .78, p< .001; first: r = .19) with the observed 
emphasis on basic skills. Although preschool and kindergarten teachers’ beliefs were 
strongly and consistently related to their practices, many of the teachers expressed a 
discrepancy between their beliefs and practices. The teachers reported that they were not 
able to implement a program they believed was appropriate because their program was too 
basic skills-oriented. Parents were the most often cited source of pressure to increase 
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emphasis on academics. Other sources of pressure were administrators’ emphasis on 
academics and structure, unrealistic expectations, achievement tests, and the school or state 
curriculum.      
McMullen (1999) examined the developmentally appropriate beliefs and practices 
of ECE teachers as well as the factors that may mediate their beliefs and practices (i.e., 
self-efficacy, locus of control, trait anxiety, and educational and professional experiences). 
Twenty early childhood educators of children, preschool through third grade, participated 
in the study. To measure the teachers’ endorsement of developmentally appropriate 
practices, the researcher used self-rating scales: the Teacher’ Beliefs and Practices 
Questionnaire (Charlesworth, Hart, Burts, & Hernandez, 1991) for preschool teachers and 
the Primary Teachers’ Questionnaire (Smith, 1993) for primary grade teachers 
(kindergarten through 3rd grade). In order to measure their practices, the observational 
measures, Classroom Practices Inventory (Hyson, et al., 1990) for preschool classrooms 
and Scales of Primary Classroom Practices (Burt & Sugawara, 1993) for primary 
classrooms, were chosen. 
There was a strong correlation (r = .794, p < .001) between the teachers’ beliefs 
and practices. Regression analysis showed beliefs to be the most important predictor of 
practices for both primary and preschool teachers, followed by a second predictor, high 
personal teaching efficacy. T-tests revealed significant differences between preschool and 
primary teachers’ beliefs about and practices of DAP, with preschool teachers scoring 
higher on both measures. Teachers with higher scores on developmentally appropriate 
beliefs and practices had early childhood education or child development in their 
backgrounds and/or had experience working in preschools, whereas the teachers with 
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lower scores had only an elementary education degree and/or no preschool experience. 
However, the study had too small of a sample size (N = 20) for the result to be conclusive. 
Bryant, Clifford, and Peisner’s (1991) study measured the developmental 
appropriateness of kindergarten teachers’ beliefs and practices and investigated the 
predictors of their beliefs. One hundred and three kindergarten classrooms were observed 
to document the extent of developmentally appropriate practices, and the teachers and 
principals of those classes were surveyed to identify predictors of classroom quality. Two 
observational measures and two questionnaires were used. The Checklist of Kindergarten 
Activities (CKA), an observational measure, was developed for this study to assess the 
quality of kindergarten programs based on DAP guidelines. The instrument included two 
major subscales: the Activities subscale, which contained 32 yes/no items covering 7 areas 
of teaching activities in the classroom (language, cognitive, social, self-regulation, self-
esteem, disposition to learn, and physical) and the Materials subscale, which contained 21 
yes/no items about whether specific materials were present within the class. The CKA also 
included additional information about the setting, student demographics, and the presence 
of retention or transition classes. A slightly revised Early Childhood Environment Rating 
Scale (ECERS) (Clifford & Harms, 1980) was used to validate the checklist. In order to 
compare the programs’ practices measured by the observation scale (CKA) with teachers’ 
and principals’ beliefs about DAP, the researchers also designed a questionnaire which 
asked them about their knowledge and attitudes about DAP that was based on the DAP 
guidelines (Bredekamp, 1987) and in part on a survey used by the Oregon Department of 
Education (1986). The teachers and principals were given 28 statements about DAP and 
DIP. A scale of 1 to 5, from strongly disagree to strongly agree, was used to rate each item.  
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The results of CKA showed that only 20% of kindergarten classes met the criteria 
for developmentally appropriate classrooms. The CKA total score was strongly correlated 
to the revised ECERS mean (r = .83, p< .001). The two major CKA subscales (Activities 
and Materials) showed moderate correlation with their counterpart ECERS subscales. For 
example, significant correlations were found between the language subscale of the ECERS 
and the language area on the CKA (r = .67, p< .001), and between the social development 
subscale on the ECERS and the social area on the CKAS (r = .62, p< .001). Block (or 
hierarchical) regression analysis revealed that the quality of the classes, measured by CKA, 
was best predicted by teachers’ and principals’ knowledge and beliefs about DAP. Quality 
was not related to geographic location of the school, school size, per pupil expenditure, or 
teacher or principal education or experience. The examination of psychometric properties 
of the survey and the observation scale (CKA) that were created in the study prior to the 
study were not reported. 
Smith (1997) investigated student teachers’ beliefs about developmentally 
appropriate practices. The purpose of this study was to investigate (1) the differences in 
beliefs about appropriate practices between elementary student teachers who have a 
background in early childhood education and those who do not, (2) the relationship 
between student teaching experience and its effect on student teachers’ endorsement of 
appropriate practices, (3) the relationship between student teachers’ attitudes about DAP 
and their cooperating teachers’ attitudes about DAP before and after the student teaching 
experience, and (4) the relationship between the student teachers’ locus of control 
orientation and the convergence of student teachers’ and cooperating teachers’ beliefs.  
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Sixty student teachers (25 with elementary plus early childhood preparation and 35 
with elementary only preparation) completed the Primary Teacher Questionnaire (PTQ) 
and the Internal Locus of Control Index (ICI) (Duttweiler, 1984). The student teachers also 
completed a modified PTQ rating which measured the student teachers’ perception of their 
cooperating teachers’ endorsement of DAP. Students specializing in early childhood 
education were required to complete a full-day, 16-week student teaching experience at the 
pre-primary level in addition to the elementary level student teaching experience of 16-
weeks.  
Student teachers with early childhood backgrounds endorsed developmentally 
appropriate practices more than student teachers with only elementary backgrounds. The 
elementary group endorsed traditional teaching practices more than the early childhood 
group. No changes in beliefs about DAP were found after the student teaching experience 
in between- and within-group patterns. That is, student teachers’ attitudes toward 
developmentally appropriate practices were minimally changed by their experience. This 
result indicated that student teachers’ beliefs did not change during the student teaching 
experience. Two-way ANOVA showed that differences in the degree of locus of control 
(higher vs. lower) were not related to the convergence of student teachers’ and cooperating 
teachers’ beliefs about DAP. 
File and Gullo (2002) also compared early childhood and elementary education 
students’ beliefs about primary classroom teaching practices. The study examined the 
educational attitudes of 119 pre-service teachers who would obtain teaching positions in 
the lower primary grades, which was defined as grades one through three. The pre-service 
teachers were either at the beginning or near the end of their programs in early childhood 
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(ECED) or elementary education (ELED). Their beliefs about education were measured 
using a survey method. The instrument, Beliefs about Primary Grades Curriculum and 
Teaching Survey, was a modification of the primary version of Teacher Beliefs and 
Practices Survey (Burts, Buchanan, Charlesworth, Fleege, & Madison, 1995), which was 
based on the NAEYC’s original position statement on DAP in the primary grades 
(Bredekamp, 1987). Multivariate Analyses of Variance (MANOVAs) were performed on 
the Beliefs and Instructional Activities subscales for ECED and ECED pre-service teachers 
at the beginning and student teaching portions of their respective programs.     
ECED students, compared to ELED students, favored practices more consistent 
with descriptions of DAP in NAEYC guidelines for each subscale (Beliefs and 
Instructional Activities). However, when the beginning teachers and student teachers were 
compared on their scores on the Beliefs scale, there was no statistically significant 
difference between the two groups. When comparing scores from the Instructional 
Activities scale, student teachers were found to favor developmentally inappropriate 
behavior management strategies than beginning students. 
Similarly, Sedgwick (2003) investigated preservice teachers’ beliefs about DAP 
before and after a practicum experience. Eighty seven undergraduate students enrolled in 
practicum experiences at Utah State University participated in the study. Students were 
from different levels of experience in ECE and a variety of backgrounds: ECE (with ELED 
or with SPED), Human Development, or Family & Consumer Science Education majors. 
Students’ levels of beliefs about DAP were assessed using a draft of the Teacher Beliefs 
and Practices Survey: 3- to 5-Year-Olds (Burts, Buchanan, & Benedict, 2001), which was 
developed based on the new NAEYC guidelines (Bredekamp & Copple, 1997) but had not 
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yet been field-tested or evaluated for psychometric information. Sedgwick assessed the 
reliability of the instrument with the scores obtained in the study. Cronbach’s α was 
moderate to high with .88 for the pretest Beliefs scale, .82 for pretest Instructional 
Activities scale, .80 for the posttest Beliefs scale, and .62 for the posttest Instructional 
Activities scale.  
 This study had three purposes. The first purpose was to learn about preservice 
teachers’ beliefs about DAP before and after practicum experience. The second purpose 
was to examine the relationship between preservice teachers’ beliefs about DAP and the 
amount of time they spent in the practicum experience. The third purpose was to 
investigate whether preservice teachers with a background in ECE had different beliefs 
about DAP than preservice teachers with less training in ECE. 
Students who majored in ECE/elementary education (ELED) showed statistically 
significant increases between pre- and post-test scores for both Beliefs scale and 
Instructional Activities scale. Students who majored in ECE/special education (SPED) and 
ECE had significantly higher post test scores as compared to the pretest for the Beliefs 
scale, but not for Instructional Activities scale. Students who majored in Human 
Development (HD) did not show significant difference between pre- and post-test scores 
on either Beliefs or Instructional Activities scale.  
 The students’ scores were compared using ANOVA based on three groups 
according to their time spent in the practicum to determine whether that time influenced 
students’ beliefs and instructional activities. The three groups were 6-Credit students who 
spent 20 hours a week in the practicum class for 16 weeks (Group I), 3-Credit students 
who spent 20 hours a week for eight weeks (Group II), and Level II students who spent 12 
 69
hours a week for eight weeks (Group III). The 6-Credit, 3-Credit, and Level II groups of 
students showed significantly different scores for Beliefs and Instructional Activities at the 
time of the pretest. The 6-Credit students scored significantly higher than either 3-Credit or 
Level II students on both sections of the pretest. These students already had the most 
experience working with children and more college courses dealing with the education of 
young children.  
While the 6-Credit students spent the most time in the practicum setting, their 
scores did not change significantly. The Level II students had the greatest significant 
changes between pre- and post-test for both Beliefs and Instructional Activities. The Level 
II students, who spent the least amount of time in the practicum showed the biggest 
change. The level II students were the least advanced in their college careers but had the 
most intense early childhood course work accompanying their practicum, and so may have 
had the greatest amount to learn. The 3-Credit students showed slight improvement from 
pre- to post-test. About 93% of the 3-Credit students were not from majors incorporating 
early childhood education. Although the 3-Credit students scored significantly higher than 
Level II students on both Beliefs and Instructional Activities for the pretest, there were no 
significant differences between the Level II students and the 3-Credit students for either 
Beliefs or Instructional Activities at the posttest.  
Post-test scores between the 6-Credit and 3-Credit as well as between 6-Credit and 
Level II teachers showed significant differences for Beliefs and Instructional Activities. 
However, there were no significant differences found between the Level II students and the 
3-Credit students on the Beliefs or the Instructional activities of the test.  
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Finally, when comparing students with more background in ECE (students 
majoring in ECE, ECE/ELED, and ECE/SPED with more than 15 credits) to those with 
less (students majoring in Human Development or Family and Consumer Science 
Education with 6-Credits or less), a significant difference was found in the Beliefs section, 
where students with more ECE background scored lower on the pretest but higher on the 
posttest. For Instructional Activities, there was no significant difference in the total score 
(pre + post) or in change over time between students with more ECE background and 
students with less. 
In summary, the student teachers’ scores on Beliefs and/or Instructional Activities 
significantly improved after the practicum for students who majored in ECE. The amount 
of time spent in the practicum was not a factor influencing posttest scores on Beliefs and 
Instructional Activities. Students with more background in ECE showed higher scores on 
the posttest Beliefs but there were no differences for the Instructional Activities from 
students with less background in ECE.   
Buchanan, Burts, Bidner, White, and Charlesworth’s (1998) study investigated the 
prevalence of DAP in the primary grade classrooms and whether the classroom and teacher 
characteristics predicted self-reported beliefs and classroom practices of first, second, and 
third grade teachers. Teachers (N =277) were sampled from a single southern school 
district, and they responded to the Primary Teacher’s Beliefs and Practices Survey. The 
survey was a modified version of the Teacher Questionnaire (Charlesworth, et al., 1993) 
that had been developed from the NAEYC guidelines (Bredekamp, 1987). Minor 
modifications were made in the instrument to reflect the differences in curriculum between 
kindergarten and first through third grades and the revisions of the NAEYC guidelines. 
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The revised questionnaire contained 6 more items than the original version (from 36 to 42 
items) on the subscale of Teachers’ Beliefs Scale (TBS) whereas the number of items on 
Instructional Activities Scale (IAS) remained the same (34 items). The questionnaire 
included questions about teacher and classroom characteristics and teachers’ relative 
perceived influence in classroom decision-making.  
Factor analysis substantiated four proposed sub-scales: DA beliefs, DA practices, 
DI beliefs, and DI practices. Hierarchical multiple regression analysis was used to identify 
predictors of developmentally appropriate beliefs and practices reported by the teachers. 
Classroom variables, such as having more children with disabilities, and teacher variables, 
such as teachers with more years of experience, predicted developmentally appropriate 
beliefs and practices. Classroom variables, such as having more children in classes or 
having more children on free or reduced lunch, and teacher variables, such as teachers with 
a lack of internal locus of control, predicted developmentally inappropriate beliefs and 
practices.  
Jones, Burts, Buchanan, and Jambunathan (2000) studied beginning pre-
kindergarten and kindergarten teachers who were trained in an early childhood education 
program that underscored and espoused DAP defined by NAEYC to determine if those 
teachers implemented DAP in their teaching. The researchers used qualitative interviews to 
gather information about the supports and barriers to the teachers’ implementation of DAP. 
Subjects were second and third year pre-kindergarten (n=5) and kindergarten (n=4) public 
school teachers. The Teacher Questionnaire (Charleswoth, Hart, Burts, & Hernandez, 
1991) was utilized to measure the degree of the teachers’ beliefs about and practices of 
DAP. Observations of teaching practices using the Checklist for Rating Developmentally 
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Appropriate Practice in Kindergarten Classrooms (Charlesworth, et al., 1991) were 
conducted to verify the teachers’ responses to the questionnaire. Information about 
teachers’ perceived supports and barriers to teaching were obtained through open-ended 
interviews. 
Overall, the teachers in the study reported having developmentally appropriate 
beliefs and practices. A low but positive correlation (r = .248) was found between 
teachers’ developmentally appropriate beliefs and practices. A strong positive correlation 
(r = .953) was found between the developmentally inappropriate beliefs and 
developmentally inappropriate activities indicating that teachers with weak beliefs in DIP 
reported infrequent use of developmentally inappropriate activities. Teachers named a 
variety of sources of supports and barriers to their teaching. Sources that were both 
supports and barriers were their administration (school principal, superintendents, school 
boards, and school districts), co-workers, parents, resources, curriculum requirements 
(defined as “the policies required by the school boards and administration that gave the 
teacher the freedom or prevented her from using her preferred methods of teaching” 
[p.403]), and other sources (e.g., community resource and friend). Sources reported only as 
supports were previous experiences (e.g., student teaching, summer camp, university 
education), high personal teaching efficacy, and continued education (e.g., workshop & in-
service). Sources reported as only barriers were large class size and school duties.  
McMullen and Alat (2002) examined the relationship between educational 
backgrounds and the philosophical orientations of early childhood educators who worked 
as caregivers and teachers of preschoolers, ages 3 to 6 years. Participants were 151 early 
childhood caregivers and teachers in Indiana. The teachers and caregivers were members 
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of or attended professional development activities provided by the state’s predominant 
early childhood professional organization, the Indiana Association for the Education of 
Young Children (IAEYC). The Teacher Beliefs Scale (TBS) (Charlesworth, et al., 1991) 
was used to measure the strength of the adoption of DAP as a philosophy of practice in the 
care and education of young children. The questionnaire included a demographic survey of 
each respondent’s current position (age group of the children with whom they work, job 
title, whether they do any administrative work in addition to teaching, etc.), highest level 
of education achieved, type of coursework in their educational background, years of 
experience, and the context of their work setting (type of setting and program, whether 
full- or part-time, public or private, etc.). Three educational attainment levels were 
identified in the study: Level 1 - High School/GED/CDA/ 
Associate’s Degree; Level 2 - Bachelor’s Degree; and Level 3 - Graduate Degree. Two 
groups were identified by the type of coursework in their educational background: 
specialized educational preparation in ECE and preparation not including ECE.    
Specifically, the highest level of education attained and the teachers’ educational 
backgrounds were compared to their DAP beliefs (TBS) scores. Correlation analysis 
among the variables—specialized educational preparation, highest degree attained, and 
total DAP scores on the TBS— revealed a significant correlation between total DAP scores 
and the highest degree obtained (r = .39, p< .001) but not between the total DAP scores 
and specialized educational preparation (r = -.08). Using ANOVA, the researchers 
investigated whether there were significant effects of specialized educational preparation 
and highest educational degree on overall DAP beliefs scores. The results showed DAP 
scores were significantly related to the participants’ highest educational degree and 
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specialized educational preparation. Although the effect of specialized educational 
preparation was found to be significant, the effect was relatively weak (η2 = .28), and 
further investigation using a t-test indicated no significant difference in the total DAP 
scores between the teachers with ECE backgrounds and those with non-ECE backgrounds. 
Results from 2x3 ANOVA of the three factors (Factor I - Teacher-Directed/Teacher-
Controlled Activities and Materials; Factor II - Child/Individual-Initiated Learning; and 
Factor III - Child-Centered Literacy Activities) indicated that professionals with a 
bachelor’s degree or higher adopted DAP more strongly as a philosophy overall than 
colleagues with less education, whereas coursework specific to working with young 
children was found to be significant only in the case of beliefs related to child-initiated 
learning. Thus, in general, ECE professionals with higher educational levels, even in an 
unrelated field, held stronger DAP beliefs than those with less education. 
South Korean Teachers’ Beliefs about and Practices of DAP.  South Korean studies on 
teachers’ beliefs about DAP and their practices were reviewed to obtain additional 
information regarding factors which affect teachers’ beliefs and practices. A hypothesis, 
about predictors of teachers’ beliefs and practices, was created from information based 
upon important factors that affect the U.S. and S. Korean teachers’ beliefs and practices. 
The hypothesis was tested by obtaining information relating to the factors in this study. 
Table 4 provides a summary of these factors in which S. Korean research was shown to 
have significant effects on teachers’ beliefs and practices (see Table 4). 
Mee-Kyung Nam (2001) compared the beliefs about and practices of DAP of 
directors and teachers in preschools. She also examined the relationship between belief 
patterns of teacher-director pairs (a teacher and a director in a single program) and 
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practices of teachers. Nam identified four patterns of beliefs about DAP in the teacher-
director pairs. The Teacher Questionnaire (Hart, Burts, Charlesworth, Fleege, Ickes, & 
Durland, 1990) was used to obtain the information about the reported developmental 
appropriateness of teachers and directors on the subscales of Beliefs and Instructional 
Activities. Using “high” to represent teachers or directors who endorsed more DAP than 
DIP and “low” to represent teachers or directors who endorsed more DIP than DAP, she 
used the pattern descriptions of high-high, high-low, low-high, and low-low. Participants 
were randomly selected and included 83 directors and 83 teachers from 83 preschools in 
Busan City and Ulsan City. Among them, four directors and four teachers who were 
representative of the four teacher-director pair patterns (high-high, high-low, low-high, 
low-low) were interviewed. The directors and teachers were asked about the discrepancy 
of their beliefs about and practices of DAP, barriers for practicing DAP, and the ways they 
overcome barriers.  
Directors’ beliefs were found to be more in agreement with DAP than teachers, but 
the differences were not significant. Both directors and teachers endorsed DIP as well as 
DAP. Even though directors showed higher belief scores if they had a higher level of 
education, an ECE background, and a longer period of directing, the effect was not 
significant. The teachers showed significant difference in their beliefs if they had more 
years of teaching experience but the beliefs was not significantly different for different 







Table 4. Predictors of S. Korean Teachers’ Beliefs about and Practices of DAP 
Note. * In Im, Y.’s study, teachers showed significantly higher beliefs if they have more 
children in classes. 
(B & P) indicates both beliefs and practices; (B) indicates beliefs; (Po) indicates observed 
practices; and (Pr) indicates self-reported practices. 
 
Teachers reported high scores on developmentally appropriate Instructional 
Activities (M = 4.0), but also on developmentally inappropriate Instructional Activities (M 
= 2.71). Teachers’ Instructional Activities scores were significantly higher if they had 


























































































   
   






(B) S NS  NS   NS     
Nam, M. 
(2001) 
(Pr) NS NS  NS  S S    
Im, Y. (2001) 
(B) 
NS S S S*   NS NS  S 
(B) NS S S NS       
Park, M. 
(1994) 
(Pr)    S S S S       
She, Y. (1992) 
 (B) 
 NS S        
Bae, J. (1999)  
(B) 
NS S S        
Park, Y. (1992)  
(Po) 
NS S  NS NS   NS   
Han, S. (2002) 
(Pr) 
NS S  NS   S S S  
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levels of education, or numbers of children in the class). That is, teachers in 3-year-old 
classrooms had higher mean scores (M = 124.92) in developmentally appropriate 
Instructional Activities than teachers in 4-year-old (M = 114.52) and 5-year-old (M = 
117.44) classrooms. 
There were significant differences in reported teacher Instructional Practices based 
on the strength of teachers’ beliefs but not on the strength of their directors’ beliefs. The 
relationship between the pattern of beliefs of director-teacher pairs and the teachers’ 
Instructional Activities scores showed that when directors’ beliefs were in agreement with 
DAP, the teachers’ Instructional Activities scores were higher than teachers who worked 
with directors with lower levels of beliefs about DAP.  
The interview results showed that teachers and directors felt a slight degree of 
discrepancy between their beliefs and practices. Teachers with more developmentally 
appropriate beliefs noted parental pressure as a factor in the discrepancy while the teachers 
with lower developmental appropriate beliefs regarded the discrepancy as a problem 
coming from their own personal deficiencies, but not as a problem coming from external 
factors. Directors and teachers who strongly endorsed DAP tried to find active and 
cooperative ways of problem solving, such as having teacher meetings and sending letters 
to parents to increase parental understanding. But directors and teachers with 
developmentally nappropriate beliefs didn’t attempt active or cooperative ways to solve 
problems. 
Ye-Kyung Im (2001) investigated the relationship between preschool teachers’ 
beliefs about and practices of DAP and their teaching attempts to improve the creativity of 
children. Participants were 250 teachers in public and private preschools in Pusan. Two 
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teacher questionnaires, the Teacher Questionnaire (Hart, et al., 1990) and the Teacher’s 
Role for Improving Young Children’s Creativity (Moon, 1999), were given to the teachers.                               
 Teachers’ beliefs about DAP were higher for teachers in public programs, teachers 
with higher degrees, teachers with a specialization in early childhood education, teachers 
with an early childhood teaching certificate, and, oddly, teachers with more children in 
their classrooms. Years of teaching experience, ages of children in the class, and the 
presence or absence of in-service training about DAP did not predict developmentally 
appropriate beliefs. There was positive correlation between beliefs and practices. That is, 
the stronger the teachers’ beliefs about DAP, the more they reported implementing DAP in 
their classrooms. Further investigation of groups of teachers with high level of DAP 
beliefs, average levels, or low levels, teachers with higher DAP beliefs showed 
significantly higher scores on perceptions of teachers on the measure, Teacher’s Role for 
Improving Young Children’s Creativity (Moon, 1999), which measured teachers’ 
perceptions on the teaching role in improving children’s creativity.  
Min-Jin Park (1994) investigated preschool teachers’ beliefs about and practices of 
DAP according to adult/child ratios, the number of years of experience in the field, and 
different degrees earned. In addition, the study collected information about the barriers that 
were perceived by the teachers between beliefs about and practices of DAP.  Participants 
were 264 teachers in public preschool programs randomly selected from the lists of all the 
public preschool programs in Seoul. The instrument used was the Classroom Practices 
Inventory (CPI) (Hyson, Hirsh-Pasek, & Rescorla, 1989). The researcher added two open-
ended questions asking about the degree of conflict between beliefs and practices and the 
reason why the teachers felt the conflict. While the instrument was originally developed to 
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be used as an observer-rating scale, Park modified this instrument to make it a self-rating 
survey. Teachers were asked to rate each statement twice: first, their beliefs, and then, their 
perceived actual practices in classrooms.                                                                                                              
        The discrepancy between beliefs and practices for preschool teachers was 
significant (t = 8.85, p< .001), but the beliefs and practices showed a positive correlation(r 
= .43, p< .05). There was a significant difference for both beliefs and practices according 
to degrees earned and majors. The teachers who graduated from 4- year or 2-year colleges 
with early childhood education majors showed the highest scores, and teachers who 
graduated from 4-year colleges with social work majors or who came from a 1-year 
training program at a childcare institute showed low beliefs about and practices of DAP. 
There were significant differences of practice between the teachers who had different 
adult/child ratios and years of teaching experiences. Teachers with lower adult/child ratios 
and with longer years of teaching experience implemented more developmentally 
appropriate practices. This was different from the results of Young-Mi Park’s (1991) study 
which showed no difference of DAP based on the adult/child ratios or years of experience. 
One difference between the two studies was that practices were rated by teachers 
themselves in this study (Min-Jin Park) but by observers in Young-Mi Park’s study. It is 
possible that teacher reported practice is different from teacher observed practice.   
The higher the teacher-child ratios and educational levels and the longer the 
experience, the less conflict the teachers felt between beliefs and practices. Sixty-two 
percent of the teachers reported they felt differing degrees of conflicts between their beliefs 
and practices. Teachers with one to three years of experience in ECE and teachers who 
graduated from 2-year colleges with early childhood education majors reported the highest 
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conflicts. But there were no differences in degrees and causes of conflicts based on 
adult/child ratios. The factors that teachers reported as causes of conflict between beliefs 
and practices were poor physical environment or facilities (24.9%), heavy work duty 
(19.5%), high adult/child ratio (17.2%), parent pressure (16.4%), teachers’ ability (14.1%), 
and conflicts with the director (6.6%).  
Young-Sook Seh (1992) compared the beliefs about developmentally appropriate 
practices of public kindergarten teachers, principals, and parents. The three groups were 
compared by the significance of the differences of the beliefs about DAP according to their 
degrees earned and majors. Participants were 179 teachers, 148 principals, and 280 parents 
in public kindergartens in elementary schools in Seoul, Inchun, and the Kyung-Gee area. 
The researcher made minor revisions in Bryant, Clifford, and Peisner’s (1991) 
Questionnaire for Elementary Principals and Teachers, including more detail of the 
content of DAP from the old NAEYC guidelines. The questionnaire consisted of 31 
(originally 28) statements about DAP and DIP practices with a 5-point Likert scale (1 = 
strongly disagree, 2 = disagree, 3 = neutral, 4 = agree, 5 = strongly agree). The 
questionnaire measured the degree of teachers’, principals’, and parents’ beliefs about 
DAP and was mainly based mainly on DAP guidelines (Bredekamp, 1987).  
The belief scores, from highest to lowest, were teachers, principals, and parents. 
The items for which all three groups showed the highest scores were: “children are 
encouraged more by the process than the results of the work,” “children are provided with 
more open relationships and activities,” and “children are provided with free-play time 
everyday.” The items for which all three of the groups showed lowest endorsement were: 
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“all of the children should participate in all of the activities,” “children are required to 
finish all the activities,” and “children should be given workbooks and worksheets.”                                        
The participants who had early childhood education certificates scored higher on 
beliefs about DAP than the participants who had elementary education certificates. On the 
item level, for only one item of DIP (“all children should be given formal reading 
instruction”), teachers with early childhood education certificates (or majors) showed more 
developmentally inappropriate tendency than elementary education majors. There was not 
a significant difference in their beliefs according to degree earned (e.g., 4-year college, 2-
year college, or high school) except the fact that high school graduates had significantly 
lower beliefs about DAP than teachers with higher educational degrees.                                                             
Jin-Hee Bae (1999) examined preschool teachers’ beliefs about developmentally 
appropriate practices according to degree earned, major, and years of teaching experience. 
Participants were 101 preschool teachers from 50 randomly selected public preschool 
programs in Seoul (2-year college graduates: 47.7%; high school graduates: 17.4%; 6-
month training program graduates: 17.4%; and 4-year college graduates: 11.0%). The 
Teacher Beliefs and Practices Survey for 4-5 year olds (Eun-Sook Kang, 1993), which was 
developed based on the first NAEYC guidelines, measured the teachers’ beliefs about 
DAP. The survey consisted of 85 questions with a 4-point Likert scale with anchors of 
strongly disagree, disagree, agree, and strongly agree. There were eight sub-areas: (a) 
teacher-child interaction, (b) curriculum; planning, positive self-concept, social skills, 
experimental thinking, language development, physical development, health and safety, 
and creative expression, (c) teacher-parent relationship, (d) teacher qualification, (e) 
classroom organization, (f) health and safety, (g) nutrition and meals, (h) and assessment. 
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Overall, the teachers reported strong beliefs in developmentally appropriate 
practices in the sub-areas of nutrition and meals (3.63), teacher quality (3.62), health and 
safety (3.55), classroom organization (3.52), assessment (3.30), and teacher-child 
interactions (3.15) respectively. The teachers reported less developmentally appropriate 
beliefs and practices for curriculum (2.91) and teacher-parent relationships (2.72). 
Teachers’ beliefs according to degree earned showed that the higher the teachers’ degree, 
the stronger the teachers’ beliefs on DAP were (4-year college > 2-year college> high 
school> training program).  
 When comparing the teachers who majored in ECE with the teachers who didn’t, 
teachers with early childhood education majors reported stronger beliefs about and 
practices of DAP for all sub-areas. Significant differences by different majors were found 
in sub-areas of experimental thinking and of health and safety. No significant differences 
were found based on how many years of teaching experience the teachers had. 
            Young-Mi Park (1992) sought to identify predictors of preschool teachers’ 
implementation of developmentally appropriate practices. Forty-eight randomly selected 
preschool classrooms for 4- to 5-year-olds were observed in Seoul. The Classroom 
Practices Inventory (CPI) (Hyson, Hirsh-Pasek, & Rescorla, 1989) was used to decide the 
classroom’s level of developmental appropriateness. The assumption of the study was that 
the practices would differ according to class size, teacher/child ratio, teachers’ degree 
earned, years of teaching experience, and frequency of teachers’ in-service training. The 
information about these variables was obtained prior to the classroom observation by 
providing the classroom teacher with a multiple-choice survey.  Three observers observed 
each classroom for three and a half hours and completed the rating scale.  
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           The results of ANOVA showed that teachers with higher educational degrees 
implemented more developmentally appropriate practices (score of teachers with master’s 
degree> 4-year college>2-year college> high school graduates). The other variables, class 
sizes, teacher/child ratios, years of teaching experience, and frequencies of teachers’ in-
service training, didn’t have a significant effect on developmentally appropriate practices 
of teachers. 
 Suk-Sil Han (2002) investigated the variables influencing developmentally 
appropriate instructions of preschool teachers. Preschool teachers (N = 287) of 3- to 5- 
year-old children were randomly selected from 109 preschools in Seoul. The Teacher 
Questionnaire (Hart, et al., 1990) was used to measure levels of teacher beliefs about and 
practices of DAP.  
 The preschool teachers tended to employ DAP as well as DIP. Teachers with 
higher degrees, higher salaries, higher frequencies of in-service training, and longer years 
of teaching experience were found to be significant factors influencing appropriate 
practices. The number of children in the classroom and ages of children didn’t have a 
significant effect on teachers’ performing developmentally appropriate practices.
 Summary. The review of literature on teachers’ beliefs about and practices of DAP 
revealed that teachers in ECE endorsed DAP more in their philosophy than in their 
classroom practices. The barriers to implementing DAP included several factors: social 
factors, such as academic pressure of parents, principals, etc.; psychological factors, such 
as personal teaching-efficacy and perceived locus of control; and environmental factors, 
such as an early childhood education background, degrees earned, experiences, class sizes, 
etc. Teachers with strong beliefs in DAP tended to practice DAP more frequently. They 
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also had a higher internal locus of control, stronger personal teaching-efficacy in their 
classroom decision making, higher educational levels, and ECE backgrounds. 
The investigation of factors (or predictors) that might affect teachers’ beliefs about 
DAP and practices revealed many similarities between the two countries. Overall, the U.S. 
teachers’ belief and/or practice scores were related to the teacher’s perception of locus of 
control, educational level, personal teaching efficacy, an ECE background, and class size. 
South Korean teachers’ beliefs and practices were affected by educational level, early 
childhood education background, class size, and programs in which they work; for 
example, public school teachers’ beliefs about and/or practices of DAP were stronger than 
private school teachers’. Thus, both the U.S. and South Korean teachers’ beliefs and 
practices were strongly related to educational level, ECE background, and class size. In 
addition, teachers in both countries confessed parental pressure as an important factor that 
affected their teaching.
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                                                        METHODS 
The purpose of the study was to examine the psychometric properties of an 
instrument designed to operationalize DAP, as conceptually defined by NAEYC’s 1997 
guidelines (Bredekamp & Copple, 1997). The study examined the reliability and validity 
of the Teacher Beliefs and Practices Survey: 3-5 year olds. Topics in this chapter include 
descriptions of the research design, the participants, the sampling method, the instruments, 
the data collection methods, the variables and their operationalizations, and the statistical 
analyses. 
Research Design 
 This study is an initial investigation of the reliability and validity of the 
questionnaire, Teacher Beliefs and Practices Survey. It utilized a quantitative approach to 
analyze the results of a survey using descriptive statistics, factor analysis, and regression 
analysis.  
Participants and Sampling 
The study participants were kindergarten teachers from all 470 schools with 
kindergarten programs in the public school system in four regions identified by the 
Regional Education Service Centers in Louisiana. The four regions were selected for 
accessibility from the eight regions in Louisiana. The four regions (Region I, Region II, 
Region III, and Region IV) include 30 parishes: Region I has 5 parishes, Region II has 11 
parishes, Region III has 7 parishes, and Region IV has 7 parishes. The regions include 
1,539 kindergarten teachers in 435 schools. Of the 30 parishes contacted, 4 parishes 
declined to participate in the study when contacted and 26 parishes participated.  
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Considering the common return rate of 10% to 50% (Neuman, 1997) and the 
recommendation of 5 to 10 people per item (the questionnaire has 42 items in the Beliefs 
Scale and 30 items in the Instructional Activities Scale) for a proper factor analysis 
(Benson & Nasser, 1998; Comrey & Lee, 1992; Gorsuch, 1983;), all the schools in the four 
regions were selected. A total of 870 surveys were mailed to two teachers in 435 schools. 
The two teachers (one if only one was available) in the schools were randomly selected by 
asking the principal of each school to give the questionnaire to the kindergarten teachers 
who had the earliest and the latest birthdays in the year (e.g., January or February and 
November or December). If a teacher refused to participate, the next earliest or latest were 
asked to participate. This is a way of attempting a random sampling procedure by 
preventing the principals from selectively giving the surveys to their best or most willing 
teachers. This study did not include preschool teachers. 
After initial data analysis was completed, an additional sampling procedure for 
classroom observation was conducted for examining criterion-related validity. A few 
classrooms were selected from the returned questionnaires of teachers who had given 
permission to participate further. For convenience, only East Baton Rouge Parish (EBR) 
was selected from the 26 parishes surveyed for this part of the study. EBR had 16 teachers 
who initially agreed to allow their classrooms to be observed. Of these 16 teachers, 3 were 
eliminated from the study. Two teachers declined to participate because they had a student 
teacher who was teaching at the time. Another teacher was randomly eliminated for sample 
variability (this was a teacher from a school with 2 teachers who had also agreed to be 




            Data were gathered using the Teacher Beliefs and Practices Survey: 3-5 year olds. 
The complete survey is included as Appendix A. The survey was revised from the old 
measurement of DAP, Teacher Questionnaire (Charlesworth, Hart, Burts, & Hernandez, 
1991; see Appendix B) by a group of ECE professionals at Louisiana State University 
(LSU). The Teacher Beliefs and Practices Survey: 3-5 year olds (Burts, et al., 2001) 
consists of a cover letter, teacher demographics, and the main questionnaire. Teacher 
demographics include questions about the teacher’s degrees earned, educational 
background, teaching experience, class size, ethnic background of the teacher and her/his 
children, and number of children on free or reduced lunch. 
The main questionnaire consists of two subscales. The two subscales are the Beliefs 
Scale and the Instructional Activities Scale. The Beliefs Scale has a total of 43 items, and 
the Instructional Activities Scale has 30 items. The first question in the Teacher Beliefs 
Scale asked teachers to indicate the relative importance of various sources of influence 
(after their students) in their decision-making process (item #1). Teachers were asked to 
rank from most to least influence the important figures in a provided list: parents, the 
school system policy, the principal, one’s self, state regulations, and other teachers (1 = 
most influence; 6 = least influence). For the rest of the items in the Teacher Beliefs Scale 
(#2 - #43), teachers’ personal beliefs about early childhood programs were measured. The 
teachers evaluated each item using a 5-point Likert scale with the following anchors: 1 = 
not at all important, 2 = not very important, 3 = fairly important, 4 = very important, and 5 
= extremely important. The items included both developmentally appropriate (27 items) 
and inappropriate (15 items) beliefs about kindergarten practices.  
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For the Instructional Activities Scale teachers were asked to choose how frequently 
certain appropriate and inappropriate practices occur in their classrooms. Each item was 
measured on a 5-point Likert scale with the following anchors: 1 = almost never (less than 
monthly), 2 = rarely (monthly), 3 = sometimes (weekly), 4 = regularly (2-4 times a week), 
and 5 = very often (daily). The descriptions included both developmentally appropriate (18 
items) and inappropriate (12 items) practices for kindergartens. Scores from the questions 
describing inappropriate beliefs and practices were recoded in the analysis procedure, so 
the higher scores represent teacher’s stronger beliefs about and practices of 
developmentally appropriate practices.  
The questionnaire was given in a booklet format for the teachers’ convenience and 
it included two surveys in one booklet. One was the targeted questionnaire, Teacher Beliefs 
and Practices Survey: 3-5 Year Olds. The other was the Teacher Educational Attitude 
Scale (TEAS) (Rescorla, Hyson, Hirsh-Pasek, & Cone, 1990). The purpose of including 
the TEAS was to examine the construct validity of the Teacher Beliefs and Practices 
Survey by investigating the relationship between the two questionnaires. The TEAS 
consists of 28 items with 14 developmentally appropriate descriptives and 14 
developmentally inappropriate descriptives. Each item was measured using a 6-point 
Likert-type scale with the following anchors:1 =  strongly agree, 2 = moderately agree, 3 = 
mildly agree, 4 = mildly disagree, 5 = moderately disagree, and 6 = strongly disagree. 
 To examine criterion-related validity, some classrooms were observed using a 
revised observation measure, the Rating Scale for Measuring the Degree of 
Developmentally Appropriate Practices in Early Childhood Classrooms for 3- to 5-year 
olds (Burts, Buchanan, Charlesworth, & Jambunathan, 2000). This rating scale is an 
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observational instrument that developed to investigate the accuracy of individual teacher’s 
questionnaire responses. The items were constructed corresponding to the NAEYC’s 
guidelines for children ages 3-5 (Bredekamp & Copple, 1997). Each item in the rating 
scale was rated on a 5-point Likert scale (5 = the most appropriate practice, 3 = a fairly 
even split between appropriate and inappropriate, 1= the most inappropriate practice).  
 To examine construct validity of the targeted measure, a teacher-report instrument, 
the Teacher Educational Attitude Scale (TEAS) (Rescorla, Hyson, Hirsh-Pasek, & Cone, 
1990), which measures teachers’ attitudes toward early academic instruction and adult-
directed learning, was utilized by adding the measure at the end of the targeted 
questionnaire. Good psychometric properties of the measure had been reported in a prior 
study: Cronbach’s α for the subscales ranged from .63 to .93, split-half reliability (r) 
ranged from .66 to .95, and test-retest reliability (r) ranged from .75 to .83 (Rescorla, et al., 
1990).    
Comparison Between the New Instrument and the Original Instrument. The new 
instrument used in this study was developed to reflect the revised guidelines (Bredekamp 
& Copple, 1997). Important changes in the new guidelines were the incorporation of the 
culturally appropriate teaching as one of the core dimensions, more recognition of children 
with special needs, recognition of the critical role of teacher’s decision making, and 
moving from either/or to both/and thinking (Bredekamp & Copple, 1997).  
Reflecting the changes, the new instrument added and reduced the number of items 
both on the Beliefs and Instructional Activities Scale: from 37 to 43 and from 34 to 30, 
respectively. For the Beliefs Scale, many items were kept with little change (#1, 2, 3, 4, 5, 
8, 9, 11, 14, 15, 17, 18, 19, 20, 23, 24, 25, 26, 28, 29, 30, & 31). Two items to assess 
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culturally appropriate teaching were added (#6, #34) to an existing item about multicultural 
and non-sexist teaching (#30). The importance of the teachers’ role as a decision maker 
was reflected by items about deciding on the duration of children’s activities (#22), setting 
limits on children’s behavior (#33), and curriculum planning (# 40 & 42). Teachers’ 
participation in on-going professional development in early childhood education was 
articulated (#27). Items on teaching children with special needs were added (#21, 36, 37, & 
38). Several items were reworded or combined while keeping similar meanings (#7, 10, 12, 
16, 32, 35, 39, 41, & 43). Items that were eliminated from the old instrument are: “As an 
evaluation technique in the kindergarten program, performance on worksheets and 
workbooks is _ ” (#4), “It is _ for children be involved in establishing rules for the 
classroom” (#21), and “It is _ for children to talk informally with adults” (#29). 
Most of the items on the Instructional Activities Scale showed little change (#1, 4, 
5, 6, 7, 9, 11, 12, 13, 14, 15, 16, 17, 20, 22, 25, & 26). Items were added about displaying 
children’s work (# 3), engaging children in both child-chosen and teacher-supported play 
activities (#24), using commercially prepared phonics activities (#10), learning about 
people with special needs (#19), encouraging positive social climate between classmates (# 
28), and working with materials that have been adapted or modified to meet children’s 
needs (# 29). Some items were reworded or combined from the original items (#2, 8, 18, 
21, 22, 23, 27, & 30). Items that were eliminated from the old instrument follow:  # 4  
listening to records and/or tapes (#4), singing and/or listening to music (#8), cutting their 
own shapes from paper (#10), reciting the alphabet (#18), copying from the chalkboard 
(#19), waiting for longer than 5 minutes between activities (#21), children coordinating 
their own activities in centers (#23), losing special privileges (trips, recess, free time, 
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parties, etc.) for misbehavior (#25), social reinforcement (verbal praise, approval, attention, 
etc) for appropriate behavior and/or performance (#26), specially planned outdoor 
activities (#29), competitive math activities to learn math facts (#31), and health and safety 
activities (#32).  
Data Collection 
 The researcher obtained approval for the study from the LSU Institutional Review 
Board (IRB) who judged the study to have met the criteria for using humans as subjects. 
Before administering the targeted questionnaire, the researcher obtained permission from 
each school board by calling them and sending them a detailed description of research 
plan, LSU’s IRB approval form, and the questionnaires, and by receiving written or verbal 
permission from a representative of each school board. Once permission had been 
received, a packet including two questionnaires with self-addressed stamped envelopes and 
a letter explaining the research and requesting permission for survey participation were 
sent to all principals of schools with kindergarten programs in the district. Implicit consent 
was given by the principals when they gave the surveys to their teachers. Teachers mailed 
the completed questionnaires directly to the researchers. If there was any incomplete data 
which involved skipping pages accidentally, teachers were re-sent the pages with the 
missing items of the survey and asked to complete the missing pages.   
 In order to gather valid information for the observation, the five observers were 
blind to the survey scores of the 13 teachers in EBR. The observers were ECE educators; 
one professor, three graduate students, and one instructor and experienced teacher.  They 
were trained until they reached good inter-rater reliability before they started data 
collection. Three days of intensive training sessions included observations at the LSU 
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laboratory preschool and kindergarten classrooms that were followed by an item-by-item 
group discussion.   
After the training, each of 13 classrooms in EBR was observed by two different 
observers on two different days for at least 2 hours. The final classroom score was created 
when the two observers met after they each observed the classroom and together generated 
a final score for each item by discussion and consensus.  
Statistical Analysis 
Cleaning Data. Descriptive statistics (e.g., mean, standard deviation, skewness, and 
kurtosis) of the scores from the questionnaire were examined to ensure the accuracy of the 
data file (Tabachnick & Fidel, 1996). Cases with more than a few items skipped were 
deleted from further analysis (Tabachnick & Fidel, 1996). Missing data were replaced by 
replacing missing values with the mean for the scale for each case (Tabachnick & Fidell, 
1996). Before conducting each statistical analysis, the distributions of scores were checked 
to ensure assumptions (e.g., normal distribution) for statistic analyses were met (Hinkle, 
Wiersma, & Jurs, 1998). In the item level, items with skewness > |2| and kurtosis >|7| were 
investigated (West, Finch, & Curran, 1995). The items that were added to reflect the 
changes in the guidelines, that is, 11 items in the subscale of Beliefs Scale and 6 items in 
the subscale of Instructional Activities Scale, were compared to the old items using a 
statistic analysis, one-sample t-test.  
Examining Reliability. Internal consistency was examined by calculating Cronbach’s α 
for subscales of the Beliefs Scale and Instructional Activities Scale. Generally, α = .80 or 
more are acceptable for widely used scales (Carmines & Zeller, 1979).  
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Examining Validity. The procedures for content validation were conducted both during 
the process of item building and after the initial item building had been completed. The 
NAEYC guidelines are the conceptual guide for the concept of DAP, based on the fact that 
the guidelines were developed using important theories in ECE, empirical research, and 
opinions of early childhood experts. The boundary of the construct (DAP) was defined in 
the domain of the guidelines. The selection of items was based on the guidelines’ structure 
and proportion of content. The items were developed during a series of meetings by a team 
of faculty and graduate students at LSU. Independent ECE experts were sent the items that 
had been developed and asked for their feedback about the revised survey.  
 To examine criterion-related validity, self-reported teachers’ beliefs about and 
practices of DAP were compared to the teachers’ real practices observed in their 
classrooms. Because the concern is not in predicting future teacher behavior through the 
measurement but looking at the relationship between the teachers’ self-reported beliefs and 
practices and their observed practices in their classrooms at the same time, the concurrent 
type of criterion-related validity was evaluated. The scores from the questionnaire and 
scores from observations of teacher practices in their classrooms were correlated to obtain 
the operational indicator of the degree of correspondence to examine concurrent validity.  
To examine construct validity, exploratory factor analyses (EFA) were conducted 
to investigate the structure of the Teacher Beliefs and Practice Survey. Factor analysis is a 
kind of validity test since the resulting factors are compared to concepts in the theory on 
which the study is based on. Factor analysis refers to “a wide array of statistical techniques 
used to examine relationships between items and latent factors with which items associate” 
(Hinson, DiStefano, & Daniel, in press). Factors are represented by clusters of interrelated 
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variables (items). The goal of the EFA is to account for the relationships among the items 
in the questionnaire by summarizing the data set into a smaller number of factors (Crocker 
& Algina, 1986; Hinson, DiStefano, & Daniel, in press). A principal axis factor analysis 
which allows for systematic and random error was employed (Crocker & Algina, 1986). 
Next, an oblique rotation factor loading, which is used when factors are assumed to be 
correlated, were run since the concepts (e.g., DAP, DIP) were expected to be correlated. 
Rotation is conducted to help interpret and explain the final solution by redistributing the 
relationships among the factors mathematically without changing the relationships between 
items and factors (Comrey & Lee, 1992; Gorsuch, 1983; Hinson, DiStefano, & Daniel, in 
press). In order to obtain valid factors from EFA, following criteria were examined:  
percentage of variance explained per factor, percentage of variance explained by a 
combination of factors, evidence of a simple structure (i.e., presence of items associated 
with only one factor) or absence of specific factors (i.e., factors with only one or two 
items), complex loadings (i.e., presence of an item in more than one factor), magnitude of 
loading values (< .30), factors’ match to theory, and scree plot.  
Further evidence of validity of the measurement was examined in relation to 
several hypotheses derived from previous research. Based on the review of prior studies, 
teachers’ endorsement of the beliefs about and practices of DAP were hypothesized to be 
greater when the following properties are present: higher educational level, early childhood 
educational backgrounds, smaller class sizes, and teachers’ internal locus of control. The 
current study collected information about teacher and classroom characteristics from 
demographic questions on the Teacher Beliefs and Practices Survey. In order to examine 
whether the hypothesis developed from the previous studies is supported in the current 
 95
study, the relationships between teachers’ beliefs about and practices of DAP (dependent 
variables, DVs) and the independent variables (IVs): (a) the educational level, (b) existence 
of ECE background, (c) number of children in the classroom, and (d) teachers’ perceived 
locus of control in classroom decision making, were investigated using multiple regression 
analyses. In addition to these IVs, several other IVs which were significant in at least one 
study were also investigated in the current study: (a) years of teaching or years of teaching 
in ECE, and (b) percent of children with free or reduced cost lunch. A new independent 
variable, permission for classroom observation, was added in the study, but had not been 
investigated in previous studies. 
  The scores on the Beliefs Scale (Composite Beliefs, CB) and scores on the 
Instructional Activities Scale (Composite Practices, CP) of the Teacher Beliefs and 
Practices Survey were used as the dependent variable for two separate regression analyses. 
The purpose of using those two variables was to compare the results from this study with 
the results from previous studies.  
Some independent variables were continuous and some were categorical. 
Continuous variables were number of children in the classroom, years of teaching, and 
percent of children on free or reduced cost lunch. Categorical independent variables (i.e., 
educational level, existence of ECE background, and teachers’ perceived relative 
influence) were dummy-coded for regression analyses. The educational levels were 
dummy-coded: 0 if the teacher has bachelor’s degree and 1 if the teacher has master’s or 
master’s plus degree. Existence of ECE background was dummy-coded: 0 if the teacher 
doesn’t have ECE background neither as a major nor as a minor and 1 if the teacher has 
ECE background either as a major or as a minor. Teachers’ perceived relative influence 
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was dummy-coded: 0 if the teacher believes that parents, school system policy, principal, 
state regulation, or other teachers are more important factors than herself in classroom 
decision-making and1 if the teacher believes herself as the most important factor as 
compared to other factors in classroom decision-making.  
The teachers’ permission for researchers to observe their classrooms was dummy-
coded for regression analysis (1 for teachers who marked on the agreement with both 
survey and observation participation, 0 for teachers who marked on the agreement with 
survey only participation or teachers who didn’t make a mark either on survey-only 
participation nor on both survey and classroom observation). Teachers who agreed to 
participate in the observational portion of the study were hypothesized to have higher DAP 
beliefs and practices than teachers who didn’t want their classroom to be observed.  
Multiple regression (MR) and block regression analyses were run to identify 
significant predictors of DAP beliefs and practices. The purpose of running these analyses 
was to compare the results from this study with results from prior studies to investigate if 
the new instrument which is developed based on the new guidelines has a different 
disposition than the instruments that were operationalized based on 1987 guidelines.  
A third test of construct validity was conducted by comparing the results from the 
targeted  questionnaire to the results from a theoretically related measure, the Teacher 
Educational Attitude Scale (Rescorla, et al., 1990). Construct validity examines the extent 
to which a targeted measure relates to other measures consistent with theoretically derived 
hypotheses of the concepts that are being measured (Carmines & Zeller, 1979). The 
Pearson product-moment correlation (r) between the two measures is used as a validity 
index. Different than criterion-related validity, a moderate association between constructs 
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indicates better validity. A strong association may indicate that two conceptually distinct 
assessments may be actually measuring the same construct, which leads to questions about 
confounding (Rollins, Garrison, and Pierce, 2002). Therefore, if moderate correlation is 
observed between the targeted questionnaire and the TEAS, the targeted questionnaire may 





 This chapter describes the sample, the survey results, the differences between new 
and old items, and the findings about the survey’s reliability and validity. To enhance 
content validity, feedback from independent ECE experts was used to modify the survey 
before it was mailed to participate. To examine reliability, Cronbach’s α for subscales of 
Beliefs and Instructional Activities were calculated. To examine criterion-related validity, 
responses from the survey were compared to the teachers’ observed classroom practices. 
To examine construct validity, three different statistical analyses were conducted. First, 
exploratory factor analyses (EFA) were conducted to investigate the relationship between 
factors from the factor analysis and concepts of developmentally appropriate practices 
(DAP). Second, multiple and block regression analyses were conducted to test hypotheses 
suggested by previous research. Third, the correlation between the targeted questionnaire 
and the Teacher Educational Attitude Scale (Rescorla, et al., 1990) was calculated.  
Sample and Score Descriptives 
A total of 807 surveys were sent to all the schools (two per school) in 26 parishes in 
Southeast Louisiana and 377 surveys were returned, for a return rate of 47%. Sixteen 
teachers missed more than 10% of the items. The teachers were contacted again and asked 
to complete the missing items. All teachers responded with completed items. However, 
two teachers missed more than a few items. The two surveys were deleted from further 
analysis because more than 10 % of the items in one of the sub-scales were missing 
(Tabachnick & Fidell, 1989). Thus, 375 surveys were used in the analyses.  
            According to the teachers’ responses, 61% majored in elementary education, 17% 
were early childhood education majors, 17% majored in both early childhood and 
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elementary education, and 5% majored in something else. The teachers were certified in 
elementary (36%), early childhood education (16%), early childhood and elementary 
(46%), or something else (2%). The highest degree earned for the majority of the sample 
was a bachelor’s degree (67%), 22% had a master’s degree, and 10% had more than a 
master’s degree. The number of years these teachers had taught ranged from 1 to 46 (M = 
16.33, SD = 10.47) and the average class size ranged from 7 to 29 (M = 20.11, SD = 3.29). 
The mean percent of children on free or reduced lunch was 72.49 (SD = 23.23, Range = 7 
~ 100). The majority of the teachers were European American (81.1%). The other teachers 
polled were African American (16.3%), Hispanic/Latin American (.5%), Asian American 
(.3%), Native American (1.3%), and others (.3%). Table 5 provides descriptive information 
of the sample. 
          Thirteen teachers were observed in their classrooms to assess the criterion-related 
validity of the survey. For the convenience of sampling, East Baton Rouge Parish School 
District (EBR) was selected for classroom observation. Of the 16 teachers who agreed to 
be observed in EBR, 2 teachers later declined because they had a student teacher who was 
teaching at the time and 1 other teacher was eliminated for sample variability (the only  
school that had 2 teachers who agreed to be observed). As a result of this, the final 13 
teachers were from different schools. The following table describes the characteristics of 
all 13 teachers who were observed and characteristics of all 375 teachers who responded to 
the survey (Table 5). 
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Table 5. Sample (N = 375) and Sub-Sample (n = 13) Descriptives  
 Total  Sample Observation Sub-Sample 
 Frequency 
(N = 375) 
Percent 
(N = 375) 
Frequency 
(n = 13) 
Percent 
(n = 13) 
El only 214 57.1 8 61.5 
ECE only 61 16.3 4 30.8 
El & ECE 60 16.0 1 7.7 
Major 
Other 17  4.5 0  0 
El only 124 33.1 7 53.8 
ECE only 55 14.7 2 15.4 
El & ECE 158 42.1 4 30.8 
Certification 
Other 7  1.9 0  0 
Bachelor 250 66.7 6 46.2 
Master’s 83 22.1 7 53.8 
Highest 
Degree 
Master plus 40 10.7 0 0 
HUEC 27  7.2 3  23.1 
EDUC 324 86.4 10 76.9 
Degree 
Sp & Other 18  4.8 0  0 
European A. 304 81.1 8 61.5 
African A. 61 16.3 4 30.8 
Hispanic A. 2     .5 0    0 
Asian A. 1     .3 0    0 
Ethnicity of 
Teachers 
Native A. 5   1.3 0   0 
                                                                                                                           (table con’d) 
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 Other 1     .3 1    7.7 
European A. 3597 47.7 27 9.5 
African A. 3495 46.4 247 87.3 
Hispanic A. 215   2.9 4   1.4 
Asian A. 105   1.4 3   1.1 
Native A. 98   1.3 1   0.4 
Ethnicity of 
Children 
Other 23   .3 1  0.4 
M 16.3 17.1 
Range Min 1    Max 46 Min 2   Max 36 
Years of 
Teaching 
SD 10.5 12.1 
M 12.3 13 
Range Min 1    Max 37 Min 2   Max 23 
Years in ECE 
SD 8.6 8.8 
M 20.1 21.8 
Range Min 7    Max 29 Min 17   Max 26 
Classroom 
Size 
SD 3.3 2.8 
M 72.5 88 
Range Min 7    Max 100 Min 50   Max 100 
% Free 
Lunch 
SD 23.2 16.4 
Note. El - elementary education, ECE - early childhood education, HUEC - Human 
Ecology, EDUC - Education, Sp - special education, European A. - European American, 
African A..- African American, Hispanic A.- Hispanic American, Asian A.- Asian 
American, Native A.-Native American, Years in ECE - years of teaching in ECE, 
Classroom Size - number of children in classroom, % Free lunch - % of children on free or 
reduced cost lunch. 
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The revised survey, Teacher Beliefs and Practices Survey, consists of 73 items. It is 
divided into two subscales: (1) the Beliefs Scale and (2) the Instructional Activities Scale. 
The Beliefs Scale has a total of 42 items, and the scores from this scale represent teachers’ 
levels of endorsement of developmentally appropriate practices. The Instructional 
Activities Scale has 30 items and the scores from this scale represent teachers’ reported 
teaching practice in relation to developmentally appropriate practices. For a response 
format, the 5-point Likert scale was utilized, with anchors of degree of importance for the 
Beliefs Scale (1 = not at all important, 2 = not very important, 3 = fairly important, 4 = 
very important, and 5 = extremely important) and anchors of frequency for the 
Instructional Activities Scale (1 = almost never (less than monthly), 2 = rarely (monthly), 3 
= sometimes (weekly), 4 = regularly (2-4 times a week), and 5 = very often (daily)). The 
items on the scales include descriptions of developmentally appropriate and inappropriate 
beliefs and practices for kindergarten.  
To closely reflect the 1997 NAEYC guidelines for DAP, items were compared to 
the guideline categories. First, old survey items were matched to categories. Second, new 
items were added or old items were modified to reflect categories that were not adequately 
represented in the old survey (see Table 6). The categories included “creating a caring 
community of learners”, “teaching to enhance development and learning,” “constructing 
appropriate curriculum,” “assessing children’s learning and development,” “reciprocal 
relationship with parents,” and “program policies.” Because these categories are not 
mutually exclusive, this survey is not designed to discriminate items in different 
categories. Many items reflect more than one area, in keeping with the guidelines’ integral 
and holistic characteristics (Hart, Burts, & Charlesworth, 1997). However, the relative  
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importance of the categories was weighted when the item was initially developed to 
proportionally reflect each category (Table 6 & 7).  
Table 6. Descriptive Statistics of the Beliefs Scale  
Dimension Item #               Content M SD 
 
Skewness Kurtosis 
8. teacher-child interactions help develop 
positive feelings 
 
4.73 .522 -2.370 8.669 
29. develop social skills 
 
4.67 .573 -1.729 2.836 
5. be responsive to children’s levels of 
development 
 
4.59 .573 -1.049 .110 
37.integrate children with special needs  
 
4.41 .691 -.983 .662 
16. encourage cooperative activities 
 
4.30 .674 -.612 -.021 
4. be responsive to  individual children’s 
interests 
4.28 .735 -.903 1.183 
38. integrate children with special needs in the 
regular classrooms 
4.23 1.016 -1.344 1.208 
17. encourage competition between children 
 
4.11 .918 -1.172 1.512 
34. integrate child’s home culture  
 






6. be responsive to the cultural diversity of 
students 
 
3.68 .831 -.215 -.336 
18. the teacher move among groups and 
individuals 
4.63 .574 -1.479 2.090 
12. provide a variety of learning areas with 
concrete materials 
 
4.56 .676 -1.606 2.864 
33. use strategies to help guide children’s 
behavior 
4.56 .581 -1.023 .501 
21. develop an individualized behavior plan  
 
4.49 .742 -1.603 2.668 
22. allocate extended periods of time  
 
3.96 .850 -.498 -.100 
13. children create their own learning activities 
 
3.79 .940 -.421 -.332 





 (13 items) 
19. use treats, stickers, and/or stars   
 
2.74 1.123 -.296 -.572 
                                                                                                                           (table con’d) 
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15. do workbooks and/or work sheets 
 
2.64 .869 -.437 .226 
39. maintain a quiet classroom environment 2.59 .886 -.262 -.104 
43. plan activities that are just for fun 2.44 1.081 -.538 -.293 
14. work individually at desks or tables most of 
the time 
 
2.13 .922 -.780 .545 
 
20. regularly use punishment  2.07 .952 -.797 .539 
25. read stories everyday to children 4.84 .436 -2.938 9.461 
11. instruction in letter and work recognition 4.51 .682 1.202 .752 
28. use functional print and environmental print 4.45 .688 -1.049 .620 
30. include people of different races, ages, and 
abilities and both genders  
4.45 .730 -1.151 .582 
23. children invent their own spelling 4.24 .926 -1.305 1.589 
26. dictate stories to the teacher 4.00 .838 -.467 -.319 
41. teach children discrete skills  3.19 1.066 -.136 -.539 
31. outdoor time have planned activities 
 
2.93 1.144 .266 -.752 
24. color within pre-drawn forms 2.73 .985 .006 -.435 
10. use the same approach for literacy 
instruction  
2.33 1.042 -.576 -.171 





7. curriculum taught as a separate subject  2.00 .931 -1.018 .971 
 42. follow a prescribed curriculum plan 1.88 .887 -1.002 .997 
3. evaluation through teacher observation 4.35 .752 -.943 .281 Assessing 
(2 items)  
2. evaluation through readiness or achievement 
test   
3.43 .998 -.085 -.503 
36.establish a collaborative partnership with 
families  
 
4.35 .720 -.897 .400 
32. encourage family members to be involved in 
 





35. solicit and incorporate families’ knowledge  
 




27. engage in on-going professional 
development  
4.49 .713 -1.222 .714 



















17. participate in whole-class, teacher-
directed instruction 
 
4.61 .73 2.13 5.02 
3. have children work displayed  4.43 .81 -1.18 .32 
29. work with adapted or modified materials 3.78 .96 -.48 -.07 
11. work in ability-level groups 3.45 1.24 .493 -.66 
27. get separated from their friends  
 
3.07 1.07 -.06 -.41 




28. experience explicit valuing of each other 2.79 1.05 .38 -.27 
5. play with games, puzzles, and construction 
materials 
4.30 .94 -1.349 1.34 
2. select from a variety of learning areas and 
projects 
4.13 1.05 -1.19 .79 
25. draw, paint, work with clay, and use other 
art media 
3.93 1.01 -.78 .13 
1. build with blocks 3.89 1.11 -.91 .19 
24. engage in child-chosen, teacher-supported 
play activities 
3.78 1.01 -.25 -.94 
18. sit and listen for long periods of time 3.76 1.13 
 
-.77 .02 
22. see their own race, culture, language  3.23 1.25 .25 -.80 






13. use flashcards 2.18 1.24 .79 -.36 
7. sing, listen, and/or move to music 4.65 .66 -2.06 4.44 
4. experiment with writing  4.61 .65 -1.64 2.38 
9. use manipulatives  4.40 .74 -1.07 .88 
30. integrate multiple subjects 4.34 .78 -.91 -.05 





26. solve real math problems using real 
objects  
4.02 .847 -.456 -.562 
                                                                                                                             (table con’d) 
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21. see their own race, culture, language 3.89 1.03 -.58 -.45 
6. explore science materials 3.33 1.08 .03 -.83 
19. learn about people with special needs 2.91 1.01 .35 -.21 
16. color, cut, and paste pre-drawn forms 2.38 1.03 .36 -.27 
12. work using worksheets 2.35 1.17 .43 -.68 
15. practice handwriting on lines 2.26 1.28 .74 -.46 
10. use commercially-prepared phonics 2.11 1.11 .81 .06 
 




 (1 item) 
23. experience family members reading 
stories or sharing a skill or hobby 
1.92 .98 1.08 .92 
Note. DIP scores were recoded so the high score represents more frequent practices DAP. 
 
Several dependent variables were created from the scores from the survey. First, a 
score was calculated to represent each subscale, that is, the Beliefs Scale and the 
Instructional Activities Scale. Second, scores were calculated for DAP items and for DIP 
(developmentally inappropriate practices) items in both the Beliefs and the Instructional 
Activities Scale. A total of 9 dependent variables were calculated in the following ways: 
 (1) DAP Beliefs (DAPBEL) = a summed score of all 27 DAP Beliefs items, 
 (2) DIP Beliefs (DIPBEL) = a recoded and summed score of all 15 DIP Beliefs     
 items,  
(3) Composite Beliefs (CB: DAPBEL + DIPBEL) = a summed score of all 42 Beliefs 
items with the DIP items recoded so that higher scores reflected stronger DAP beliefs, 
 (4) DAP Activities (DAPACT) = a summed score of all 18 DAP Activities items, 
 (5) DIP Activities (DIPACT) = a recoded and summed score of all 12 DIP Activities items, 
 107
(6) Composite Activities (CP: DAPACT + DIPACT) = a summed score of all 30 Activities 
items with the DIP items recoded so that higher scores reflected more frequent DAP 
activities, 
(7) DAP (DAPBEL + DAPACT) = a summed score of all 45 DAP items,   
(8) DIP (DIPBEL + DIPACT) = a recoded and summed score of all 27 DIP items, 
(9) Total = a summed score of either CB + CP or DAP + DIP (all DIP items recoded 
before summed). Table 8 provides descriptive information on the survey scores.  









CB CP DAP DIP Total 
Highest 
Score* 
5 x 27 
items 
= 135 
5 x 15 
items 
= 75 
5 x 18 
items 
= 90 
5 x 12 
items 
= 60 
5 x 42 
items 
= 210 
5 x 30 
items 
= 150 
5 x 45 
items 
= 225 
5 x 27 
items 
= 135 
5 x 72 
items 
= 360 
M 113.9 51.2 69.3 29.8 165.1 99.1 183.2 81.1 264.2 
SD 10.5 7.6 8.5 7.0 13.7 11.5 17.0 13.1 22.7 








4.2 3.4 3.8 2.5 3.9 3.3 4.1 3.0 3.7 
Note. DAPBEL- the measure of developmentally appropriate beliefs, DIPBEL- the 
measure of developmentally inappropriate beliefs, CB- the composite measure of 
developmentally appropriate and inappropriate beliefs, DAPACT- the measure of 
developmentally appropriate practices, DIPACT -the measure of developmentally 
inappropriate practices, CP- the composite measure of developmentally appropriate and 
inappropriate practices, DAP- the composite measure of developmentally appropriate 
beliefs and practices, DIP- the composite measure of developmentally inappropriate beliefs 
and practices, and Total- the sum of either CB + CP or DAP + DIP. 
*Highest Score: the possible highest score for each sub-score. 
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The highest mean per item (m/item) was DAP Beliefs (DAPBEL; m/item = 4.218) 
showing sampled teachers tend to report a strong belief in developmentally appropriate 
practices. The lowest mean per item was DIP Activities (DIPACT; m/item = 2.484, 
recoded) indicating that these teachers tend to report doing more inappropriate practices 
than the expected average of m/item = 3.0. A comparison of the composite scores for the 
Beliefs Scale and the Instructional Activities Scale show that the teachers’ beliefs were 
more in agreement with DAP guidelines (CB; m/item = 3.931) than were their practices 
(CP; m/item = 3.303). While there was a discrepancy between teachers’ beliefs and 
practices, the correlation between composite scores from the Beliefs Scale and the 
Instructional Activities Scale (see Table 9) showed a significant positive correlation (r = 
.632, p< .001), indicating that teachers with strong beliefs about DAP tend to report that 
they practice developmentally appropriate activities more frequently than other teachers. 
A comparison of the DAP and DIP scores for the Beliefs Scale and the 
Instructional Activities Scale showed teachers had higher DAP beliefs and practices (DAP; 
m/item = 4.070) than DIP beliefs and practices (DIP; m/item = 3.001). The Total scores 
represent teachers’ overall beliefs about and practices of DAP and the mean/item of the 
Total scores was a little higher than the median score of 3 in the 5-point scale (Total; 
m/item = 3.66).  
Differences between new and old items of the Teacher Beliefs and Practices Survey 
were examined. The new survey has more items than the original survey, the Teacher 
Questionnaire (Charlesworth, Hart, Burts, & Hernandez, 1991). The number of items on 
the Beliefs and the Instructional Activities Scale changed from 37 to 43 and from 34 to 30, 
respectively. 
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CB CP DAP DIP Total 
DAPBEL .116* .591** .070 .834** .481** .915** .105* .745** 
DIPBEL  .136** .601** .645** .471** .140** .903** .625** 
DAPACT   .079 .530** .790** .866** .121* .718** 
DIPACT    .388** .674** .083 .886** .573** 
CB     .632** .782** .582** .920** 
CP      .693** .635** .885** 
DAP       .126* .820** 
DIP        .671** 
Note. * p < .05; ** p < .01 
 
Eleven items in the Beliefs Scale were added to reflect the new guidelines of 
developmentally appropriate practices. The new items referred to culturally appropriate 
teaching (#6, #34), the importance of the teachers’ role as a decision maker (#22, 33, 40 & 
42), teachers’ participation in on-going professional development in early childhood 
education (#27), and teaching children with special needs (#21, 36, 37, & 38). Six items 
were added to the Instructional Activities Scale: displaying children’s work (# 3), using 
commercially prepared phonics activities (#10), learning about people with special needs 
(#19), engaging children in both child-chosen and teacher-supported play activities (#24), 
encouraging a positive social climate between classmates (# 28), and working with 
materials that have been adapted or modified to meet children’s needs (# 29). The new 
items in the Instructional Activities Scale showed only 2 of the 6 new items reflect the new 
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concepts of DAP. The items are # 19 (which reflects more recognition of children with 
special needs) and # 24 (which reflects moving from either/or to both/and thinking). 
In order to determine differences in teachers’ responses between the old items and 
the new items, mean per item (mean/item) for the new 11 items (6, 21, 22, 33, 34, 36, 37, 
38, 40, and 42) on the Beliefs Scale and the mean/item for the 6 new items (3, 10, 19, 24, 
28, 29) on the Instructional Activities Scale were compared to the mean/item for the old 
items. A new variable, which represents the difference scores for each person in the 
mean/item between the old items and the new items, was created for each of the Beliefs 
Scale and Instructional Activities Scale (e.g., score difference between the old and the new 
items in the Beliefs Scale = each person’s mean/item score of the old 31 items – each 
person’s mean/item score of the new 11 items).  
One-sample t-tests were run with the test value of 0 (Ho: µ2-µ1 = 0). While the 
Beliefs Scale showed a significant difference in the mean/item between the new and old 
items (t = 19.582, p = .000), the Instructional Activities Scale did not (t = -.235, p = .815). 
While the new items in the Beliefs Scale showed significantly higher means than the old 
items, the new items in the Instructional Activities Scale showed lower (ns) means than the 
old items. Table 10 shows the results and descriptive information for the new and old items 
for the Beliefs and Instructional Activities Scale. 
Screening Data Prior to Analysis  
Statistical analyses were conducted using SPSS version 12.0 for Windows (SPSS, 
2002). Prior to data analysis, descriptive statistics for all the variables were examined to 
ensure the accuracy of the data file and to inspect abnormal distribution. The descriptive 
statistics examined included means, standard deviations, range, skewness, and kurtosis.  
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Table 10. One-sample t-tests for mean/item for the Beliefs and Instructional Activities 
Scale 
 
Missing data were replaced with the mean for the scale for each case (Tabachnick & Fidell, 
1996). As described below, when cases with abnormal distribution were detected, they 
were inspected and corrected if needed.  
Examining Reliability 
Reliability of internal consistency was examined by calculating Cronbach’s α for 
the subscales of Beliefs and Instructional Activities. Generally, α = .80 or more are 
acceptable for widely used scales (Carmines & Zeller, 1979).  
The Beliefs Scale scores showed acceptable reliability (Cronbach’s α = .858), 
which is above recommended levels (α > .80) (Carmines & Zeller, 1979). The Instructional 
Activities Scale scores showed a good reliability, Cronbach’s α  = .787, which is very close 
to the criteria (α = .80) for widely used scales (Carmines & Zeller, 1979).   
Examining Validity  
The high reliability coefficients for the Teacher Beliefs and Practices Survey (α = 
.858, α  = .787) indicate there is consistency in the teachers’ scores, but this is not 
 M SD t p 
Added Items (Beliefs Scale) 4.1583 .4288   
Old Items (Beliefs Scale) 3.8514 .3193   
One-sample t-test   19.582 .000 
Added Items (Activities Scale) 3.2982 .5161   
Old Items (Activities Scale) 3.3043 .4079   
One-sample t-test   -.235 .815 
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sufficient evidence to conclude that the measurement is useful (Benson & Clark, 1982). A 
useful survey is also valid, meaning that it measures what the observer intended to 
measure. In this study, three different types of validity (i.e., content validity, criterion-
related validity, and construct validity) were examined (Carmines & Zeller, 1979). 
Content Validity (Face Validity).  Experts in ECE were asked to review the Teacher 
Beliefs and Practices Survey and to assess its congruence with the DAP guidelines. Seven 
out of the eleven nationwide experts who were contacted responded to a request to review 
the survey. Their feedback was incorporated into the survey before it was administered. 
The feedback included suggestions about rewording items (e.g., from “It is _ for children 
to color within pre-drawn forms” to “It is _ for children to learn to color within pre-drawn 
forms”), formatting, clarification of meanings of some words (e.g., “one approach” in item 
10, “It is _ to use one approach for literacy instruction for all children in the classroom,” 
was changed to “It is _ to use the same approach for literacy instruction for all children in 
the classroom”), and broadening and articulating the demographic questions so that the 
survey would be useful for all teachers. There was fundamental approval of the survey as 
illustrated by their comments “I love the format/style of the questionnaire. It’s very nicely 
done. Below are just some suggestions…” (Expert 1, e-mail, September 3, 2004) and 
others [e.g., “I do think the work is thorough, so I have no suggestions for additions” 
(Expert 2, e-mail, September 3, 2004), “It looks great.” (Expert 3, mail, September, 2004)]. 
Their comments included how well the survey incorporated new concepts of DAP which 
were added in the new guidelines [e.g.,  “I put in a few minor suggestions… You did a nice 
job of including cultural and disabilities factors missing from the earlier versions” (Expert 
4, mail, September, 2004) and “It looks as though you’ve included many of the items in the 
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revised DAP-greater emphasis on culture, inclusion, family involvement, etc.” (Expert 5, 
mail, September 2004)].  
Criterion-related Validity.  To examine criterion-related validity, teachers’ survey results 
were compared to observed classroom practices using a small sub-sample. The 
comparisons were made using observations of 13 teacher’s classroom practices using an 
observational scale, the Rating Scale for Measuring the Degree of Developmentally 
Appropriate Practices in Early Childhood Classrooms for 3- to 5-year olds (Burts, 
Buchanan, Charlesworth, & Jambunathan, 2000). This rating scale is an observational 
instrument developed to evaluate DAP in early childhood classrooms.  
Observers were trained in the use of the instrument for 3 days in 3 classrooms. The 
five observers were ECE educators: one professor, three graduate students, and one 
instructor who was an experienced teacher.  The classrooms included the LSU Preschool 
classroom and the two LSU Lab School kindergarten classrooms. During the observation 
period, all the observers (with the researcher) rated the items for that classroom and wrote 
descriptive notes to support their ratings. Each observation was followed by an item-by-
item group discussion. If rating differences emerged, the observers looked back to the 
guidelines and discussed the items until they reached agreement about that item. For each 
observation, inter-rater reliability was calculated from the scores using general percentages 
of agreement until an acceptable reliability index was obtained.  
Generally, .80 or more are acceptable for widely used scales (Carmines & Zeller, 
1979). The method is less stringent than exact percentages of agreement because it allows 
one scale point difference to be counted as an agreement. This method was used due to the 
measure’s conceptual and holistic characteristics and because the observational measure 
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was designed to be a global, more subjective consensus instrument. The first percentage of 
general agreement between the 5 observers ranged from 24% to 94%, with a mean of 
66.5%. The second percentage of general agreement between the 5 observers ranged from 
47% to 100%, with a mean of 84.7%. The final percentage of general agreement on the last 
practice observation (before the group discussion) between the 5 observers ranged from 
82% to 100%, with a mean of 93.4%.    
For convenience, East Baton Rouge Parish School District (EBR) was selected for 
observation from the 26 parishes surveyed. Among 42 teachers who responded to the 
survey in EBR, 16 teachers in EBR agreed to allow their classrooms to be observed when 
they responded to the survey. However, 2 teachers declined to participate when they were 
contacted for observation because they had a student teacher who was teaching at this time. 
In addition, another teacher was eliminated for sample variability (a teacher from a school 
which had 2 teachers who also agreed to be observed). The final 13 teachers were from 
different schools. Thus, a total of 13 teachers were included in the final sample for 
observation. Survey results and observation scores from these 13 teachers and 3 excluded 
teachers are described in the following table (see Table 11). Teachers in the table are in 
ascending order according to the observation scores. 
Each classroom was observed by two observers on two different days for at least 2 
hours. To ensure objectivity, the observers were blind to the survey scores of the teachers. 
The final classroom score was created when the two observers met after they each 




Table 11. Score Descriptives of 16 Teachers Who Agreed to be Observed in EBR 
Teachers Observation DAP DIP CB CP Total 
 













M* 39.14 183.18 81.05 165.13 99.09 264.23 
Teacher 1 24 202 76 181 97 278 
Teacher 2 27.5 190 69 167 92 259 
Teacher 3 28 199 73 166 106 272 
Teacher 4 31.8 206 70 169 107 276 
Teacher 5 32 168 65 147 86 233 
Teacher 6 32 189 95 184 100 284 
Teacher 7 34 186 63 149 100 249 
Teacher 8 34.5 178 97 174 101 275 
Teacher 9 36 159 76 146 89 235 
Teacher 10 40 148 91 143 96 239 
Teacher 11 58.5 188 91 174 105 279 
Teacher 12 61 179 92 176 95 271 
Teacher 13 69.5 192 113 188 117 305 
**Teacher 14 x 173 72 159 86 245 
**Teacher 15 x 198 101 179 120 299 
**Teacher 16 x 184 76 166 94 260 
Note. Observation = a summed score of all 17 rating scale items, DAP (DAPBEL + 
DAPACT) = a summed score of all 45 DAP items, DIP (DIPBEL + DIPACT) = a summed 
score of all 27 DIP items, CB (DAPBEL + DIPBEL) = a summed score of all 42 Beliefs 
items with the DIP items recoded so that higher scores reflected stronger DAP beliefs, CP  
                                                                                                                             (table con’d) 
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(DAPACT + DIPACT) = a summed score of all 30 Activities items with the DIP items  
recoded so that higher scores reflected more frequent DAP activities, Total = a summed 
score of either CB + CP or DAP + DIP.  
*M : mean for the summed observation score (13 teachers), mean for DAP, DIP, CB, CP, 
& Total score (375 teachers). 
**Teacher 14, 15, & 16 are the teachers who excluded from the observation.  
    
and consensus. They were told not to discuss their ratings of any classroom observation 
with the other (paired) observer prior to the same classroom observation so that observers 
did not discuss their ratings of any classroom prior to this time. The general percentage of 
agreement before their consensus ratings between the observers for the actual classroom 
observations ranged from 88.24% for 3 classrooms, 94.12% for one classroom, to 100% 
for 9 classrooms.  The teachers’ survey score and classroom observation score were 
correlated to obtain an operational indicator of the degree of correspondence. All scores 
from the observations and scores from the survey met the criteria for normal distribution 
(skewness < |2|, kurtosis < |7|). 
The results showed a moderate correlation between the survey score (Total) and 
classroom observation score (r = .414, ns) (Table 12). While there was a significantly high 
correlation (r = .710, p < .01) between the composite DIP score and the classroom 
observation score, there was little correlation between the composite DAP score and the 
classroom observation score (r = -.109, ns). The highest correlation (r = .739, p < .01) was 
between the observation score and the measure of developmentally inappropriate practices 
(DIPACT). In other words, those who reported practicing developmentally inappropriate 
practices more often were observed practicing more DIP than those who reported 
practicing DIP less often. The composite score from the Beliefs Scale and the Instructional 
Activities Scale showed low and positive correlation with the observation score (r = .332, 
p = 268 for the Beliefs Scale and r = .455, p = .118 for the Instructional Activities Scale), 
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revealing scores from the Instruction Activities Scale had a little stronger correlation with 
the observation score than the scores from the Beliefs Scale.     
Table 12. The Correlation Between the Scores from the Teacher Beliefs and Practices 
Survey and the Scores from the Classroom Observation 
 






























Note. * p < .05, 2-tailed. ** p < .01, 2-tailed. 
Teachers who scored lower on observation tended to have a bigger gap than 
teachers who scored higher on observation not only between their beliefs, self-reported 
practices, and their observed practices (Figure 1) but also between their DAP score, DIP 
score, and their observed practice score (Figure 3). In order to compare the various scores, 
which had different highest possible scores, these scores were transformed to percentages 
(see footnote on Figure 1). When the percentages were compared, the beliefs score was 
significantly higher than the self-reported practice score (t = 7.898, p = .000), and the self-
reported practice score was significantly higher than the observed practice score (t = 4.471, 
p = .001). 
Construct Validity.  Construct validity was examined by first running factor analysis to 
compare the factors from the teachers’ responses to the survey with the constructs that the 
measurement intended to measure; second, by relating the teachers’ beliefs and practices to 
predictors identified in previous studies; and third, by correlating the scores from the 
Teacher Beliefs and Practices Survey and scores from a theoretically related survey, the 
Teacher Educational Attitude Scale (Rescorla, et al., 1990). 
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Figure 1. The Relation Between Beliefs, Practices, and Observation Score:  
For a visual comparison across different scores in the graph, which had different total 
possible scores (i.e., Observation, CB, and CP), these scores had to be transformed to 
percentages.  
Observation % = (summed score for all 17 items on the rating scale divided by 85 which is 
the total possible highest score for the 17 items on the rating scale) x 100 
CB % = (summed score for all 42 items on the survey divided by 210 which is the total 
possible highest score for the 42 items on the survey) x 100 
CP % = (summed score for all 30 items on the survey divided by 150 which is the total 
possible highest score for the 30 items on the survey) x 100 
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Figure 2. The Relation Between DIPACT and Observation Score:  
For a visual comparison across different scores in the graph, which had different total 
possible scores (i.e., Observation and DIPACT), these scores had to be transformed to 
percentages.  
Observation % = (summed score for all 17 items on the rating scale divided by 85 which is 
the total possible highest score for the 17 items on the rating scale) x 100 
DIPACT % = (recoded and summed score for all 12 items on the survey divided by 60 

























Figure 3. The Relation Between Composite DAP, Composite DIP, and Observation Score: 
For a visual comparison across different scores in the graph, which had different total 
possible scores (i.e., Observation, DAP, and DIP), these scores had to be transformed to 
percentages.  
Observation % = (summed score for all 17 items on the rating scale divided by 85 which is 
the total possible highest score for the 17 items on the rating scale) x 100 
 DAP % = (a summed score for all 45 DAP items on the survey divided by 225 which is 
the total possible highest score for the 45 items on the survey) x 100 
DIP % = (a recoded and summed score of all 27 DIP items on the survey divided by 135 
which is the total possible highest score for the 27 items on the survey) x 100 
 
Exploratory Factor Analysis. Exploratory factor analyses (EFA) were conducted to 
investigate the structure of the Teacher Beliefs and Practice Survey. Normal distribution, 
an assumption for factor analysis, was checked. Items with skewness > |2| and kurtosis >|7| 
were selected for further examination (West, Finch, & Curran, 1995). Information about 
normality showed two items (item 8, skewness = -2.370, kurtosis = 8.669; item 25, 
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skewness = -2.938, kurtosis = 9.461) in the Beliefs Scale exhibited negative skewness and 
high kurtosis (item 8. “It is _ for teacher-child interaction to help develop children’s self-
esteem and positive feelings toward learning” and item 25. “It is _ to read stories everyday 
to children in various contexts.”). Two items in the Instructional Activities Scale exhibited 
negative skewness but none of the items exhibited problems in kurtosis. Examination of 
these items show they describe activities that are very typical in kindergarten classrooms 
(item 7. “sing, listen, and/or move to music” and item 17. “participate in whole-class, 
teacher-directed instruction”). These items were included in factor analysis because they 
represent important concepts of DAP. 
Factor Analysis for the Beliefs Scale.  Factors are defined as “dimensions that are 
extracted in an exploratory factor analysis” (Bryant & Yarnold, 1995). A principal axis 
factor (PAF) analysis was employed. Unlike principal components analysis (PCA), PAF 
analysis include random error responses of the subjects when calculating loading values 
for each item, thus generating more conservative values (Crocker & Algina, 1986).     
Oblique rotation methods were used. Rotation aids interpretability of the results 
and allows a researcher to arrive at the final solution with the best simple structure without 
changing the relationships between items and factors (Thurstone, 1947). A simple structure 
is defined as “a condition in which items load at near 1 (in absolute value) or at near 0 on a 
factor” (Bryant & Yarnold, 1995, p. 132). Items with loading values of near 1 are clearly 
important in the interpretation of the factor, and items with loading values of near 0 are 
clearly unimportant. In simple structure, items are associated with only one factor and are 
not associated with another factor. Simple structure thus simplifies the process of choosing 
the number of factors to interpret. Among many rotation methods, a fundamental 
 122
distinction can be made between orthogonal and oblique rotation (Fabrigar, Wegener, 
MacCallum, & Strahan, 1999). Oblique rotation, which is used when factors are assumed 
to be correlated, was run for the scale since correlations between the scores were observed 
(see Table 9). In addition, DAP and DIP concepts are regarded by some as opposite ends 
of the same continuum (Bredekamp & Rosegrant, 1992; Charleswroth, Hart, Burts, 
Mosley, & Fleege, 1993).  
Two-factor, 3-factor, and 4-factor solutions were run and compared using the 
following criteria: percentage of variance explained per factor, percentage of variance 
explained by a combination of factors, evidence of a simple structure (i.e., presence of 
items associated with only one factor) or absence of specific factors (i.e., factors with only 
one or two items), complex loadings (i.e., presence of an item in more than one factor), 
magnitude of loading values (< .30), factors’ match to theory, and scree plot. The 3-factor 
solution was accepted in the study. The following described the process of choosing 3-
factor solution out of the 2-, 3-, and 4-factor solutions. 
In the 2-factor solution, an examination of item loadings from the PAF showed that 
values ranged from .308 to .655. There was an exceptional item, item 43, which showed 
very low loadings (.044 in factor 1 and .147 in factor 2), showing no primary association 
with either factor. Item 43 states “It is _ to plan activities that are primarily just for fun 
without connection to program goals,” which is a developmentally inappropriate statement.  
Item 31 (It is _ that outdoor time have planned activities”) was designed to reflect 
DAP but instead it showed an association with the “DIP” factor with the loading value of 
.349. The 2-factor solution showed no complex loadings and no specific factors. The two 
factors discriminated between the items that fell under DAP and DIP categories.    
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 The 3-factor solution (see Table 13) showed that items 34, 36, 35, 38, 6, 37, 27, 
32, and 30 created a third factor. These items were included in the factor that described 
developmentally appropriate practices in the 2-factor solution. The new factor was named 
“Context Appropriate Practices,” because the items are about families, cultures, and 
children with special needs. As in the 2-factor solution, item 43 (“It is _ to plan activities 
that are primarily just for fun without connection to program goals”: loading value = .158) 
showed no primary association with any factor. Item 9 (“It is _ for teachers to provide 
opportunities for children to select many of their own activities”) and 3 (“To plan and 
evaluate the curriculum, teacher observation is _”) that were included in “DAP” factor, 
showed comparatively low loadings (.272 & .247< .30). Item 31 (“It is _ that outdoor time 
have planned activities”) and item 2 (“As an evaluation of children’s progress, readiness or 
achievement tests are _”) that were included in “DIP” factor, showed comparatively low 
loading values (.273 & .240< .30). As in the 2-factor solution, item 31 was designed to 
reflect DAP category but instead showed an association with the “DIP” factor with the 
loading value of .273.  
The 4-factor solution had a pattern that was similar to the 3-factor solution except 
that it had a fourth factor. This factor was a specific factor, which means the factor was 
associated with only two items (item13, “It is _ for children to create their own learning 
activities” and item 9, “It is _ for teacher to provide opportunities for children to select 
may of their own activities”).  
Examination of total variance showed that the two-factor solution accounted for 
26.27% of the variance in the sample, the three-factor solution, 28.87%, and the four-factor 
solution, 31.26%. Based on the evaluation of the multiple criteria that had been suggested, 
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the 3-factor solution was accepted as engendering the most meaningful factors, “DAP”, 
“DIP,” and “Context Appropriate Practices,” The first factor, “DAP,” included items that 
described developmentally appropriate practices and explained 19.086% of the variance. 
The second factor, “DIP,” included items that described developmentally inappropriate 
practices and explained 10.584% of the variance. The third factor, “Context Appropriate 
Practices,” included items that described relationships with families, culture, and children 
with special needs, and explained 4.125% of the variance.  














b25 .646   
b23 .602   
b16 .573   
b28 .552   
b18 .550   
b29 .515   
b22 .490   
b33 .478   
b26 .476   
b5 .462   
b21 .418   
b12 .405   
b8 .373   
b4 .358   
Factor 1 (“DAP”)  
17 items 
b13 .310   
 b9 .272   
 b3 .247   
Cronbach’s α   
.850 
  
% of Variance  19.086   
b41  .591  
b14  .569  
Factor 2 (“DIP”) 
13 items 
b15  .555  
                                                                                                                           (table con’d) 
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b24  .546  
b39  .546  
b10  .532  
b19  .521  
b40  .487  
b17  .477  
b20  .463  
b11  .448  
b7  .446  
 
b42  .441  
 b31  .273  
 b2  .240  
Cronbach’s α   .817  
% of Variance   10.584  
b36   .578 
b34   .571 
b35   .511 
b38   .505 
b37   .479 
b6   .474 
b27   .444 
b30   .414 
Factor 3 (“Family, Culture, and 
Inclusion”) 
9 items 
b32   .402 
Cronbach’s α    .814 
% of Variance    4.125 
 b43  .158  
 
Factor Analysis for the Instructional Activities Scale.  As with the Beliefs Scale, 
PAF with oblique rotation was employed for the Instructional Activities Scale. Two-, 3-, 
and 4- factor solutions were examined. As with the Beliefs Scale, the following criteria 
were evaluated: percentage of variance explained per factor, percentage of variance 
explained by a combination of factors, evidence of simple structure (i.e., presence of items 
associated with only one factor) or absence of specific factors (i.e., factors with only one or 
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two items), complex loadings (i.e., presence of an item with more than one factor), 
magnitude of loading values (<. 30), factors’ match to theory, and scree plot. The 4-factor 
solution was accepted in the study. The following described the process of choosing 4-
factor solution out of the 2-, 3-, and 4-factor solutions. 
 Examination of item loadings in the 2-factor solution showed that loading values 
ranged from .255 to .635. Results of the 2-factor solution revealed the two factors of 
“DAP” and “DIP.” The 3-factor solution yielded two “DAP” factors and one “DIP” factor. 
The two “DAP” factors in the 3-factor solution were “DAP Activities” and “DAP 
Principles.” The “DAP Activities” factor was associated with items that described 
developmentally appropriate activities and included items 5 (“play with games, puzzles, 
and construction materials”), 2 (“select from a variety of learning areas and projects”), 1 
(“build with blocks”), 9 (“use manipulatives”), 24 (“engage in child-chosen, teacher-
supported play activities”), 25 (“draw, paint, work with clay, and use other art media”), 6 
(“explore science materials”), 7 (“sing, listen, and/or move to music”), and 4 (“experiment 
with writing by drawing, copying, and using their own invented spelling”). The “DAP 
Principles” factor was associated with items that described principles of DAP rather than 
concrete activities and included items 26 (“solve real math problems using real objects in 
the classroom environment that are incorporated into other subject areas”), 28 (“engage in 
experiences that demonstrate the explicit valuing of each other”), 29 (“work with materials 
that have been adapted or modified to meet their individual needs”), 19 (“have the 
opportunity to learn about people with special needs), 30 (“do activities that integrate 
multiple subjects”), 3 (“have their work displayed in the classroom”), 21 (“see their own 
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race, culture, language, reflected in the classroom”), 23 (“experience family members 
reading stories or sharing a skill or hobby with the class”).  
In the 4-factor solution, the “DIP” factor in the three factor solution was 
separated into “DIP Activities,” which describes developmentally inappropriate 
learning activities, and “DIP Classroom Management,” which describes 
developmentally inappropriate classroom management (see Table 14). The fourth 
factor, “DIP Classroom Management” consisted of three DIP items (i.e., item 22, 
“get placed in time-out,” item 27, “get separated from their friends to maintain 
classroom order,” and item 18, “sit and listen for long periods of time until they 
become restless and fidgety.”). In this 4-factor solution, the first factor explained 
17.196% of variance, followed by the second factor of 12.257%, the third factor of 
6.443%, and the fourth factor of 5.127%.  
Examination of the total variance showed that the 2-factor solution accounted for 
29.45% of the variance in the sample, 3-factor solution, 35.90%, and 4-factor solution, 
41.02%. Based on the evaluation of the multiple criteria that had been suggested, the 4-
factor solution was accepted as engendering the most meaningful factors, “DAP 
Activities”, “DAP Principles,” “DIP Activities,” and “DIP Classroom Management”  
Regression Analyses of Predictors.  Based on the review of prior studies, teachers’ 
endorsement of the beliefs about and practices of DAP were hypothesized to be greater 
when the following properties were present: higher educational level, early childhood 
educational background, smaller class size, and teachers’ internal locus of control. This 
study collected the information about teacher and classroom characteristics from 
demographic questions included on the Teacher Beliefs and Practices Survey. In order to  
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Table 14. Factor Loadings for the Instructional Activities Scale: PAF With Oblique 














a5 .840    
a2 .776    
a1 .765    
a9 .671    
a24 .651    
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a6 .488    




Factor 1  
(“DAP Activities”) 




   
 
% of Variance 
  
17.196 
   
a13  .716   
a15  .706   
a12  .694   
a16  .684   
a14  .646   
a17  .480   
a10  .447   




Factor 2  
(“DIP Activities”) 
a20  .346   
Cronbach’s α 
   
.759 
  
% of Variance   12.257   
a28   .709  
a26   .662  
a19  .629  
a29 .604  
a30 .593  
   a3 .488  
a21 .481  





 (“DAP Principles”)  
 
   a8 .257  







% of Variance  6.443  
a22  .750 
a27  .720 
 
Factor 4 
 (“DIP Classroom 
Management”)  
 
a18  .588 
Cronbach’s α 
   
.549 
% of Variance   5.127 
 
examine whether the hypotheses derived from the previous studies are confirmed in the 
current study, the relationships between teachers’ beliefs about and practices of DAP 
 (dependent variables, DVs) and the independent variables (IVs) (1) educational level, (2) 
ECE background, (3) number of children in the classroom, and (4) teachers’ perceived 
locus of control in classroom decision making, were investigated using multiple regression 
(MR) analyses. In addition to those IVs, other IVs which were significant in at least one 
study were also investigated in the current study: (1) years of teaching/years of teaching in 
ECE, and (2) percent of children with free or reduced cost lunch.  
  The scores from the Beliefs Scale (Composite Beliefs, CB) and scores from the 
Instructional Activities Scale (Composite Practices, CP) of the Teacher Beliefs and 
Practices Survey were used as the dependent variable for two separate regression analyses. 
The purpose of using those two dependent variables was to compare the results from the 
study with the results from previous studies. Higher scores for the dependent variables 
represent stronger beliefs about DAP for the Beliefs Scale and more frequent practices of 
DAP for the Instructional Activities Scale. 
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Some independent variables were continuous and some were categorical. 
Continuous variables were number of children in the classroom, years of teaching, and 
percent of children with free or reduced cost lunch. Categorical independent variables (i.e., 
educational level, existence of ECE background, and teachers’ perceived locus of control) 
were dummy-coded for regression analyses. The educational levels were dummy-coded: 0 
if the teacher has bachelor’s degree and 1 if the teacher has master’s or master’s plus 
degree. Existence of ECE background was dummy-coded: 0 if the teacher doesn’t have 
ECE background neither as a major nor as a minor and 1 if the teacher has ECE 
background either as a major or as a minor. Teachers’ perceived locus of control was 
dummy-coded: 0 if the teacher believes that parents, school system policy, principal, state 
regulation, or other teachers are more important factors than herself in classroom decision-
making and1 if the teacher believes herself as the most important factor as compared to 
other factors in classroom decision-making.  
An independent variable, permission for classroom observation, which has not been 
investigated in previous studies was added in the study. The teachers’ permission for 
researchers to observe their classrooms was dummy-coded for regression analysis (1 for 
teachers who agreed to be observed, 0 for teachers who did not agree to be observed). 
Teachers who agreed to participate in the observational portion of the study were 
hypothesized to have higher DAP beliefs and practices than teachers who didn’t want their 
classroom to be observed.  
MR and block regression analyses were run to identify significant predictors of 
DAP beliefs and practices. Multiple regression can be defined as “a data-analytic 
procedure, based on the least squares criterion, that determines the linear relationships 
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between a set of predictors and a single criterion and determines the best combination of 
the set of predictors for predicting the single criterion” (Licht, 1995, p.60). Block 
regression examines whether adding one or a set of variables to those used in the previous 
step of MR make significant change in the increment in proportion of variance attributed to 
the added variables (Pedhazur, 1997).  
Prior to regression analyses, correlations between dependent variables and 
independent variables were examined (see Table 15) to determine the relationships among 
the independent variable and the dependent variables. Independent variables with very 
weak relationships to the dependent variables would be considered for elimination. Based 
on the results, all the variables were included in further analyses. The correlations between 
independent variables were examined using variance inflation factor (VIF) and tolerance in 
the next step. 
Table 15. Correlation Matrix Between Dependent Variables and Independent Variables 




Educational Level .072 .157** 
ECE background .169**                      .060 
Years of Teaching -.155**                      .080 
# of Children               -.082                    -.125* 
% Children on Free 
Lunch 
              -.042                    -.172** 
Locus of Control .187** .150** 
Note. * p < 0.05, 2-tailed. ** p < 0.01, 2-tailed. 
Second, the collinearity index, that is, the variance inflation factor (VIF) and 
tolerance were inspected. Tolerance looks at the accuracy of the computation due to 
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rounding errors which may arise from collinear relationships. Variables with a large VIF 
(VIF>4 or R2>.75) and small tolerance (Tolerance < .01) provide evidence of collinearity 
problems and inaccurate computations (Pedhazur, 1997). When years of teaching and years 
of teaching in ECE were entered along with other IVs, years of teaching and years of 
teaching in ECE showed high VIF (each, VIF = 4.08, VIF = 3.86). Thus, they were 
assumed to be correlated. Removing years of teaching in ECE provided results with lower 
VIF for years of teaching (VIF = 1.12) and no evidence of collinearity problems (VIF and 
Tolerance) as well as R-square values that were essentially equivalent to the previous 
values (from R2 = .123 to R2 = .123 for Beliefs Scale, from R2 = .134 to R2 = .133 for 
Instructional Activities Scale). In the final analysis, (1) educational level, (2) ECE 
background, (3) number of children in the classroom, (4) teachers’ perceived locus of 
control in classroom decision making, (5) years of teaching, (6) percent of children with 
free or reduced cost lunch, and (7) teachers’ permission for classroom observation were 
used as independent variables. 
Third, outliers and influential points were investigated to assess variable 
distributions. Outliers were examined by looking at the studendized deleted residuals 
(SDRESID), which is more strict than standardized residuals (ZRESID) or studendized 
residuals (SRESID) (Pedhazur, 1997). Influence analyses, which identify certain cases that 
have more influence on regression estimates than others, were conducted using the Cook’s 
D. Based on SDRESID analysis, case 180 (SRESID = -5.11245 for the Beliefs Scale) 
might be deemed an outlier compared to SRESID of others < 3.5. The regressions were run 
with the case and without the case. The results showed that without the case, standard error 
of the estimate (SEE) decreased for both scales (i.e., from 21.732 to 21.201 for the Beliefs 
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Scale, from 10.992 to 10.916 for the Instructional Activities Scale) and R2 increased for the 
Beliefs Scale (i.e., from R2 = .123 to R2 = .131) and was almost equivalent for the 
Instructional Activities Scale (i.e., from R2 = .133 to R2 = .131). This means that with the 
removal of the case, the capacity of the independent variables, which account for the DV, 
increased. So the case was deleted from further regression analysis. The Cook’s D showed 
low values (>0.04) for the both scales meaning there were no undue influential 
observations.  
Other assumptions about regression analysis were also checked. Assumptions for 
regression analysis include normality and linearity. The assumption of linearity is satisfied 
by showing homoscedasticity in multiple regression (Pedhazur, 1997). Homoscedasticity 
means that errors (Y – Ŷ: Ŷ = predicted Y) are normally distributed with the predicted Y 
with the most probability. Continuous variables (years of teaching in ECE, number of 
children in classroom, and percent of children with free or reduced lunch) were checked 
for linearity and normality. Linearity was checked by visual analysis of the scatterplot of 
standardized residuals against predicted Ys. In multiple regression, inspection of the 
residuals plot between the variables is more useful than observation of a scatterplot 
between dependent variable against independent variable (Tabachnick & Fidell, 1996). 
Linearity is indicated when points appear randomly above and below the mean line (zero) 
of the residual (Pedhazur, 1997). Non-linearity is indicated when most of the residuals are 
above the mean line (zero) on the plot at some predicted values and below the mean line at 
other predicted values. The assumption of linearity was met by showing the recommended 
pattern of the points in the scatterplot (Figure 4 & 5). Since the assumption of 
homoscedasticity was met, transformations of variables were not necessary.   
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Tabachnick and Fidell (1996) suggest that if the residuals plot looks normal, there 
is no reason to screen the individual variable for normal distribution (Tabachnick & Fidell, 
1996). Nevertheless, normal distributions of independent continuous variables and 
dependent variables were checked by looking at the skewness, kurtosis, and visual 
inspections of the shapes of distribution. All the distributions approximated normality 
(Skewness < |1| and Kurtosis < |1|).                                                                                                
Standardized Predicted Y (Beliefs)






























Figure 4. Regression Residual Plot Between the Beliefs Score and the Independent  
Variables 
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Standardized Predicted Y (Instructional Activities)





























Figure 5. Regression Residual Plot Between the Instructional Activities Score and the  
Independent Variables 
 
Multiple regression analysis was run to evaluate how well the independent 
variables predicted the intensity of teachers’ beliefs about and practices of DAP. The 
following criteria were used to evaluate results: examination of significance of contribution 
to the DV of IVs (omnibus ANOVA test of H0: R2 = 0), examination of the significance of 
contribution to the DV of each IV (t test of H0: B = 0), the direction of the relationship 
(positive or negative) between the IV and DV, and the relative importance (magnitude of 
B) of each IV in the regression equation.  
The results of multiple regression analysis show the linear combination of the 
independent variables significantly predicted teachers’ beliefs, F  (7, 336) = 7.086, p < .001 
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and practices, F (7, 336) = 7.063, p < .001 (See Table 16). Approximately 13.1% of the 
variance in each teachers’ beliefs (R2 = .131, p < .001) and teachers’ practices (R2 = .131, p 
< .001) were accounted for by the IVs.  
An examination of the relationship between the Teachers’ Beliefs Score (CB) and 
the IVs indicated that ECE background [t (336) = 3.045, p < .01], permission for 
observation [t (336) = 2.321, p < .05], teachers’ educational level [t (336)  = 2.584, p < 
.05], years of teaching, [t (336) = -3.307, p < .01)], and teacher’s perceived locus of 
control, [t (336) = 3.589, p > .001] were found to be significant predictors of teachers’ 
beliefs. The coefficients of ECE background, permission for observation, teachers’ 
educational level, and teachers’ perceived locus of control were positive, suggesting that if 
teachers have an ECE background, teachers permit classroom observation, teachers have a 
master’s degree or above, or teachers perceive themselves as a relative influence, then 
teachers’ beliefs about DAP were relatively high. The coefficient for years of teaching was 
negative, suggesting teachers with more years of teaching reported less endorsement of 
DAP than teachers with fewer years of teaching. While an increase in the number of 
children in the classroom and the percent of children on free or reduced lunch 
corresponded to a lower teacher’s beliefs about DAP, the amount of decrease was not 
significant [t (336) = -1952, ns; t (336) = -.908, ns]. 
Examination of the relationship between the Teachers’ Instructional Activities 
Score (CP) and the IVs indicated that permission for observation, [t (336) = 3.435, p < 
.01], teachers’ educational level, [t (336)  = 2.829, p < .05], number of children in the 
classroom, [t (336) = -2.431, p < .05], percent of children on free or reduced cost lunch, [t 
(336) = -3.614, p < .001], and teacher’s perceived locus of control, [t (336) = 2.582, p < 
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.05], were found to be significant predictors of teachers’ practices. The coefficients of 
permission for observation, teachers’ educational level, and teachers’ perceived locus of 
control were positive, suggesting that teachers who permit classroom observation, teachers 
who have a master’s degree or above, and teachers who perceive themselves as a relative 
influence endorse DAP practices more strongly than other teachers. The coefficients for 
the number of children in the classroom and percent of children on free or reduced cost 
lunch were negative, suggesting that as the number of children in the classroom increased 
and as the percent of children on free or reduced cost lunch increased, teachers’ reported 
relatively less frequent practices of DAP. While existence of ECE background and years of 
teaching corresponded to an increase in teacher’s practices of DAP, the amount of increase 
was not significant, [t (336) = 1.755, ns; t (336) = .733, ns].    
Table 16. The Multiple Regression Analysis Between the CB and the IVs and Between the 





















(constant) 172.468 109.125 4.714    
Observation 
Permission 
3.335 4.294 1.437 .120 .120* 
 
.178** 





4.278 2.145 1.405 .160 .160** .092 





  -.228 .044 .069 -.180 -.180** .040 
# of Children   -.412 -.447 .211 -.102 -.102 -.127* 
% of  Free 
Lunch 
  -.027 -.094 .030 -.047 -.047 -.187*** 
Locus of 
Control 
  5.306 3.108 1.383 .197 .197*** .133* 
R2 .131 (Beliefs)       .131 (Activities) 
F    7.086 (Beliefs)      7.063   (Activities) 
p .000 
Note. * p < .05; ** p < .01; *** p < .001. β = standardized coefficient. 
 
To determine if adding variables which addressed classroom (environmental) 
characteristics to variables which addressed teacher characteristics made significant 
changes in the proportion of variance in the regression equations, block regression analysis 
was conducted. According to these results (see Table 17 & 18), adding classroom 
characteristics to the teacher characteristics caused a significant change in R2 of the 
Instructional Activities Scale: [F Change (2, 329) = 10.632, p < .001], but not in R2 of the 
Beliefs Scale: [F Change (2, 329) = 2.554, ns]. Adding classroom characteristics to the 
teacher characteristics made a significant contribution to the teachers’ reported practices of 
DAP but not to the teachers’ beliefs about DAP. While 11.8% of teacher beliefs were 
accounted by teacher characteristics and only 1.3% of teacher beliefs by classroom 
characteristics, 7.4% of teacher practices were accounted by teacher characteristics and 
4.7% of teacher practices by classroom characteristics.  
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Table 17. Block Regression Between Teacher Characteristics and Classroom 
Characteristics (CB as the DV) 
 
 Beliefs 
 B SE B β 
Step 1 
   Observation         
   Permission 
3.059 1.438 .110* 
  Educational Level 4.094 1.528 .146** 
  ECE Background 3.950 1.402 .148** 
  Years of Teaching -.235 .069 -.186** 
  Locus of Control 5.260 1.390    .196*** 
Step 2 
   Observation   
   Permission 
3.335 1.437 .120* 
  Educational Level 3.938 1.524 .140** 
  ECE Background 4.278 1.045 .160** 
  Years of Teaching -.228 .069 -.180** 
  Locus of Control 5.306 1.383    .197*** 
  # of Children -.412 .211           -.102 
  % of Free Lunch -.027 .030           -.047 
Note. R2 = .118 for Step 1; ∆ R2 = .013 for Step 2 (p < .001for Step 1; ns for Step 2).  
* p < .05; ** p < .01; *** p < .001. CB-the composite measure of beliefs. 
 
Correlation with the Teacher Educational Attitude Scale.  Finally, construct validity was 
also examined by investigating the correlation between the scores from the Teacher Belief 
and Practices Survey and the scores from another survey, the Teacher Educational Attitude 
Scale (TEAS; Rescorla et al., 1990), which measures teachers’ attitude toward the 
importance of academic, athletic, artistic, and social experiences for young children. The 
 TEAS showed less reliability (α = .649) than had been reported in a previous study (α =  
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Table 18. Block Regression Between Teacher Characteristics and Classroom 
Characteristics (CP as the DV) 
 
 Beliefs 
 B SE B β 
Step 1 
   Observation         
   Permission 
3.916 1.281 .162** 
  Educational Level 3.868 1.361 .158** 
  ECE Background 1.743 1.249            .075 
  Years of Teaching .035 .062             .032 
  Locus of Control 3.032 1.238 .130* 
Step 2 
   Observation   
   Permission 
4.294 1.250 .178** 
  Educational Level 3.752 1.326 .153** 
  ECE Background 2.145 1.222            .092 
  Years of Teaching .044 .060            .040 
  Locus of Control 3.108 1.204 .133** 
  # of Children -.447 .184           -.127* 
  % of Free Lunch -.094 .026 -.187*** 
Note. R2 = .074 for Step 1; ∆ R2 = .055 for Step 2 (ps < .001).  
* p < .05; ** p < .01; *** p < .001. CP - the composite measure of practices. 
                               
 .75) (Hirsh-Pasek, Hyson, & Rescorla, 1990). The TEAS score is a summed score of all 
28 items on the survey with DAP items recoded, so the higher summed score can represent 
the teacher’s stronger endorsement on DAP, which is parallel to the scores from the 
Teacher Belief and Practices Survey. This way of scoring was chosen to allow for a simple 
comparison of the two surveys. The construct validity index was calculated using Pearson 
Product Moment (PPM) correlation between the Total score on the Teacher Beliefs and 
Practices Survey and the TEAS (see Table 19). The PPM validity index (r2) was .334 and 
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significant (p < .001). The PPM validity index was moderately high (.494) and significant 
(p < .001) between the scores on the Teacher EAS and Composite DIP scores from the 
targeted questionnaire. 
Table 19. Correlations Between the Teacher Beliefs and Practices Survey and the EAS 
    Total DAP DIP (recoded) 
EAS r .334*** .065       .494*** 
      Note. *** p < 0.01, 2-tailed. 
Total - The total score from the Teacher Beliefs and Practices Survey, DAP - the 
composite measure of developmentally appropriate beliefs and practices, DIP - the 
composite measure of developmentally inappropriate beliefs and practices, EAS - the 
composite measure of EAS with scores on DAP items recoded.  
 
Conclusion 
The major findings of this study which are related to the psychometric properties of 
the instrument are summarized below. This is followed by minor findings that are not 
directly related to the psychometric properties of the instrument, but are important to the 
field of ECE. 
Reliability was checked and both the Beliefs Scale and the Instructional Activities 
Scale showed internal consistency (Cronbach’s α = .858 and .787 each) which are 
considered reliable according to Carmines & Zeller (1979) (α > .80). 
To assess and enhance content validity, the survey was sent for feedback to experts 
in ECE. They were asked to review the survey and their comments were used to modify 
the survey before it was administered. Their feedback included suggestions about re-
wording items, formatting, clarification of meanings of some words, and broadening and 
articulating the demographic questions so that the survey would be useful for all teachers. 
Criterion–related validity was supported by a moderate and positive correlation (r = 
.455, ns) between a sub-group (n = 13) of the sample’s self-reported practices and 
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observed practices. The highest correlation (r = .739, p < 0.01) was between the DIP score 
from the Instructional Activities Scale (DIP) and the composite score of the observation 
scale. 
 Construct validity was examined with three different statistical analyses. 
Exploratory factor analysis (EFA) were run and the factors from the EFA were compared 
to aspects of DAP in the guidelines.  Three meaningful factors in the Beliefs Scale 
(“DAP,” “DIP,” “Context Appropriate Practices”) and four meaningful factors in the 
Instructional Activities Scale (“DAP Activities,” “DAP Principles,” “DIP Activities,” “DIP 
Classroom Management”) provide evidence of construct validity. Regression analysis 
identified that all the hypothesized predictors (ECE background, higher educational level, 
smaller class sizes, and a teacher’s internal locus of control) except smaller class sizes 
significantly predicted teachers’ scores on the Beliefs Scale, and all the predictors except 
the ECE background significantly predicted teachers’ scores on the Instructional Activities 
Scale. The correlations between score from the Teacher Beliefs and Practices Survey and 
TEAS (Rescorla, et al., 1990) were positive and significant (r = .334. p < .001).  
The primary purpose of the current study was to examine the psychometric 
properties of the Teacher Beliefs and Practice Survey. Other findings of this study which 
go beyond psychometric information are summarized below: 
First, there was a significant positive correlation (r = .632, p< .001) between the 
composite measure of beliefs and the composite measure of practices. Second, the 11 new 
items on the Beliefs Scale and the 6 new items on the Instructional Activities Scale were 
compared to the old items in each scale. While teachers had significantly (t = 19.582, p = 
.0000) higher scores on the new items than old items in the Beliefs Scale, there weren’t 
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significant differences (t = -.235, p = .815) between the old and new items in the 
Instructional Activities Scale. Third, adding classroom characteristics (number of children 
in classroom, percent of children on free lunch) to teacher characteristics (permission for 
observation, educational level, ECE background, years of teaching) made a significant 
change in R2 of the Instructional Activities Scale but not in the Beliefs Scale. Fourth, for 
the whole sample, teachers who gave permission for their classroom to be observed tended 
to believe and practice DAP more than teachers who did not give permission for 
observation. Fifth, the percent of children on free or reduced cost lunch did not 
significantly affect teachers’ beliefs (β = -.047, p = .000) but significantly (β = -.187, p = 
.000) affected teachers’ practices. Sixth, years of teaching, [β = -.180, p < .01)] was found 
to be a significant predictor of teachers’ beliefs but not of teachers’ practices. The negative 
coefficient suggests that teachers with more years of teaching reported less endorsement of 




A review of the literature provided information that many instruments developed to 
operationalize DAP were found to be lacking or failed to report at least one characteristic 
of a good instrument: (e.g., information about how the instrument was developed, a basis 
in theory or guidelines appropriate to early childhood education, psychometric 
information, or adequate pilot sample size). This study was intended to report all those 
characteristics in investigating validity and reliability of a teacher survey, that revised an 
earlier survey and which was designed to operationalize the revised 1997 DAP guidelines 
published by the NAEYC. This study attempted to determine the quality of the revised 
measurement’s psychometric properties, using a sample of 375 surveys from the 
kindergarten teachers in Southeast Louisiana.  
Several analyses were conducted to examine the psychometric properties of the 
survey. Cronbach’s α was calculated to examine the reliability of each scale (i.e., the 
Beliefs Scale and the Instructional Activities Scale) of the survey. In order to examine 
content validity, feedback from ECE experts on the Teacher Beliefs and Practices Survey 
was gathered and used to make modifications before the surveys were administered. To 
examine concurrent criterion-related validity, teachers’ observed practices were compared 
to their self-reported beliefs and practices. Three tests of construct validity were conducted. 
First, exploratory factor analyses (EFA) were run, and the factors were compared to the 
NAEYC DAP guidelines. Second, the hypothesis of previous studies was tested to 
examine whether the teacher and classroom characteristics that were significant predictors 
of teachers’ beliefs and practices were also significant in the study. Finally, the score from 
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the Teacher Beliefs and Practices Survey was compared to the score from a theoretically 
related measurement, the Teacher Educational Attitude Scale.  
 The internal consistency of the Beliefs Scale and the Instructional Activities Scale 
strongly supports the reliability of the survey, with the internal consistency of the 
Instructional Activities Scale a little lower than the internal consistency of the Beliefs 
Scale. The reliability index was higher than the prior studies that tested the psychometric 
properties of the original teacher questionnaire based on the 1987 NAEYC guidelines 
(Charlesworth, Hart, Burts, & Hernandez, 1991; Charlesworth, Hart, Burts, Thomasson, 
Mosley, & Fleege, 1993), and was similar to the results from the studies that showed 
higher reliability of the Beliefs Scale than the Instructional Activities Scale. [α = .68 ~ .85. 
for the Beliefs Scale and  .60 ~ .75 for the Instructional Activities Scale in the 
Charlesworth, et. al. (1991) study: .58 ~ .84 for the Beliefs Scale and  .56 ~ .79 for the 
Instructional Activities Scale in the Charlesworth, et. al. (1993) study]. Teachers’ 
responses were consistent, but were more consistent in their beliefs than their reported 
practices. 
Content validity was initially supported when items were carefully constructed to 
match the 1997 NAEYC guidelines. The survey items were modified and developed to 
proportionally reflect the sections of the guidelines. Content validity of the Teacher 
Beliefs and Practices Survey was further supported by the feedback from nationwide 
experts in ECE and enhanced by minor survey modifications based on their 
recommendations. Carmines and Zeller (1979) suggested that the items in the survey 
should represent the large domain of items in not only a qualitative but also a quantitative 
(in proportion) manner. The recommendation was met first by basing the survey on an 
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authoritative resource for item development and subsequently by defining the boundary of 
the construct in the domain of the resource, by proportionally reflecting the sections in the 
guidelines on the survey, and by using feedback from experts in the field. Some studies on 
measurement development failed to report authoritative resources for item development  
(Verma & Peters, 1975; Hatch & Freeman, 1988; Wien, 1996; Stipek, et al., 1992; Hitz & 
Wright, 1988), and most of the studies did not report how the items qualitatively and 
quantitatively represented the large domain of the items. In addition, as concepts of DAP 
have developed, new ideas (e.g., the third core dimension of DAP in the revised 
guidelines) needed to be reflected in a new measurement. This survey incorporates 
measurement of those new ideas. 
The survey was hypothesized to have criterion-related validity, as determined by a 
significant relationship between scores from an observational rating scale and the scores 
from the survey. There was a moderate and positive correlation between the survey scores 
of a sub-sample and observation scores of those classrooms. Low but positive correlation 
was observed between beliefs and observation and between self-reported practice and 
observed practice. There was a little stronger correlation between the Instructional 
Activities Scale score and observation score than between the Beliefs Scale score and 
observation score. Among the sub-sample of teachers who were observed (n = 13), the 
developmentally inappropriate activities score best differentiated the teachers who were 
observed to practice more DAP from teachers who practiced less DAP in their classroom 
teaching. These results are similar to those from a prior study (Charlesworth, Hart, Burts, 
Mosley, & Fleege, 1993). In that study (Charlesworth, et al., 1993), the composite score 
derived from the response to the items on the strongest factor in the Beliefs Scale 
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(Developmentally Inappropriate Activities and Materials) best discriminated teachers who 
were observed to practice more DAP than DIP and teachers who practice more DIP than 
DAP. In the current study, the DIP score from the Instructional Activities Scale showed a 
stronger correlation with the observation score than the DIP score from the Beliefs Scale. 
This result implies that if a future study is unable to conduct classroom observations for 
time and economic reasons, the measure of developmentally inappropriate practices 
(DIPACT) can be used as a good alternative.  
Overall, observed teachers were more likely to teach in line with their beliefs about 
and self-reported practices of DIP than DAP. That is, the composite DIP score were more 
consistent with what teachers did in their classrooms than the composite DAP score. When 
comparing scores after transferring the scores to percentages, the beliefs score was 
significantly higher than the self-reported practice score, and the self-reported practice 
score was significantly higher than the observed practice score. This was consistent with 
the results from prior studies on teachers’ beliefs about and practices of DAP 
(Charlesworth, Hart, Burts, & Hernandez , 1991; Charlesworth, et. al., 1993) which 
revealed that teachers in ECE endorsed DAP more in their philosophy than in their 
classroom practices.  
Construct validity was examined with three different statistic analyses. First, 
exploratory factor analyses (EFA) were run, and the factors from the EFA were compared 
to aspects of DAP in the guidelines. There were three meaningful factors in the Beliefs 
Scale (“DAP,” “DIP,” “Context Appropriate Practices”) and four meaningful factors in the 
Instructional Activities Scale (“DAP Activities,” “DAP Principles,” “DIP Activities,” “DIP 
Classroom Management”). The third factor in the Beliefs Scale, “Context Appropriate 
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Practices,” reflects the third core dimension of DAP that was added in the 1997 NAEYC 
guidelines. The two original core dimensions from the 1987 NAEYC guidelines are 
individually and developmentally appropriate practices. This suggests that the Teacher 
Beliefs and Practices Survey reflects the new core dimension, “culturally or context 
appropriate practices.” This third factor was not present in factors of previous studies that 
designed a survey to operationalize the 1987 guidelines (Charlesworth, et al., 1991; 
Charlesworth, et al., 1993). For example, in the Charlesworth, et al.’s 1991 study, The 
Teacher Questionnaire was sent to 113 kindergarten teachers. The researchers found four 
factors in the Beliefs Scale (“DAP,” “DAP Teacher/Child Relationships,” “DIP,” “DIP 
Literacy Activities”). In the Charlesworth, et al.’s 1993 study, The Teacher Questionnaire 
was administered to 204 kindergarten teachers. The researchers found 6 factors (“DAP 
Individualization,” “DAP Integrated Curriculum,” “DAP Social,” “DAP Literacy 
Activities,” “DIP Activities, and “DIP Test and Curriculum”). McMullen and Kazim 
(2002) administered The Teacher Questionnaire to151 preschool caregivers and teachers 
and found three factors in the Beliefs Scale (“DAP Activities,” “DAP Literacy Activities,” 
“DIP”). 
The results from the analysis of the Instructional Activities Scale also suggest the 
survey has construct validity. The results of factor analysis show this scale also has a 
meaningful factor that reflects the 1997 guidelines’ new core dimension. The factor, “DAP 
Principles,” was separated from “DAP Activities” and included the items about family 
(item 23), culture (items 21, 28), and children with special needs (item 19) along with 
integrated curriculum (items 26, 30) and meeting individual needs (items 3, 29). These 
items are closely related to the third factor in the Beliefs Scale, “Context Appropriate 
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Practices.” Factors from the previous studies did not generate the factor that is associated 
with family, culture, and children’s individual needs together. For example, Charlesworth, 
at al’s 1991 study found 6 factors in the Instructional Activities Scale, “Developmentally 
Appropriate Materials, Choice making, and Pacing,”  “Developmentally Inappropriate 
Literacy,” “Appropriate Creative/Exploratory Learning,” “Inappropriate Rote Learning,” 
“Appropriate Art Activities,” and “Inappropriate Direct learning/Control.” Charlesworth, 
et al.’s 1993 study found 8 factors, “Appropriate Activities,” “Inappropriate Literacy 
Activities,” “Inappropriate Learning,” “Creative Exploratory Learning,” “Appropriate 
Integrated Curriculum Practices,” “Planned Multicultural and Outdoor Activities,” 
“Inappropriate Management and Guidance Techniques,” and “Inappropriate Transitional 
Activity.” McMullen and Kazim (2002)’s study did not perform factor analysis on the 
Instructional Activities Scale. 
Second, the hypotheses about the significant predictors of DAP (i.e., ECE 
background, higher educational level, smaller class sizes, and a teacher’s internal locus of 
control) were developed from previous studies of the US and South Korea. The predictors 
were selected when at least one study significantly predicted DAP in both of the countries. 
This study found that all those hypothesized relationships, except smaller class size, 
significantly predicted the composite beliefs score. This perhaps represents that beliefs are 
more connected to personal characteristics than environmental characteristics. Educational 
level had been a more significant predictor for DAP beliefs and practices in the Korean 
studies than the U.S. While many Korean studies found that educational level was a 
significant predictor for either beliefs (Bae, 1999; Im, 2001; Park, 1994) or practices (Han, 
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2002; Park, 1994; Park; 1992) only a few studies (McMullen & Alat, 2002) in the U.S. 
supported that finding.   
All the predictors (i.e., higher educational level, smaller class sizes, and a teachers’ 
internal locus of control) except the ECE background significantly predicted the composite 
practices score (CP). Consistent with the result, in Jones et al. (2000)’s qualitative study, a 
large class size emerged as one of the common sources of barriers to their classroom 
practices. Also in Park’s (1994) study, class size was a significant predictor for practices 
but not for beliefs. Only one study showed a significant relationship between beliefs and 
class size (Im, 2001). However, the relationship was the opposite, showing teachers’ 
beliefs were higher if they had bigger classes. This might be due to specific Korean context 
that teachers in public schools, which have more children than private schools, are required 
to have a much higher educational level than private school teachers, which might have 
worked as a compound factor. Class size may affect not only teaches’ practices but also 
children’s outcomes. The importance of smaller class sizes has been emphasized for 
positive developmental outcomes, not only by the NAEYC guidelines (Bredekamp & 
Copple, 1997) but also a host of empirical studies (Blatchford, Moriarty, Edmonds, & 
Martin, 2002; Doherty, Lero, Goelman, Tougas, & LaGrange, 2000; Finn & Achilles, 
1990; Frede, 1995; Howes, Philips, & Whitebrook, 1992; Lambert, Abbott-Shim, & 
McCarty, 1998).  
The finding that ECE background did not significantly predict teachers’ practices 
of DAP is consistent with previous studies. Those studies showed ECE background is a 
significant predictor especially of beliefs, not practices (Smith, 1997; File & Gullo, 2002; 
Sedgwick, 2003; McMullen & Alat, 2002; Im, 2001; She, 1992; Bae, 1999). Only one 
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study showed that the ECE background predicted teachers’ practices (Park, 1994). Even 
though ECE background was not a significant predictor for teachers’ practices of DAP, the 
ECE background showed a positive and approximate significant relationship with teachers’ 
practices in this study (β = .092, p = .080). 
 Higher educational level and teachers’ internal locus of control were consistently 
significant predictors for both teachers’ beliefs and practices in this study. In McMullen 
and Alat’s 2002 study, teachers’ beliefs were higher if they had a higher educational level 
regardless if the teachers were from ECE related or unrelated majors. Educational level 
was a significant predictor for either beliefs (Im, 2001; Park, 1994; Bae, 1999) or practices 
(Park, 1994; Park, 1992; Han, 2002) in most of the Korean studies, except for Nam (2001) 
and She (1992). Teachers’ internal locus of control was a significant predictor for teachers’ 
practice in McMullen’s (1999) study and for both beliefs and practices in the Charleswoth, 
et al. (1991) and Buchanan, et al.’s (1998) studies. If teachers see themselves as the 
primary influence factor with classroom decision making, they were more likely to believe 
in and practice DAP than teachers who attributed their decision making to others (e.g., 
parents, administrators, peers, etc.)  
Third, there were low but significant correlations between the Teacher Beliefs and 
Practices Survey and the Teacher Educational Attitude Scale (Rescorla, et al., 1990). This 
finding lends support to the construct validity of the Teacher Beliefs and Practices Survey. 
According to Rollins, Garrison, & Pierce (2002), moderate association between constructs 
indicates better construct validity than a strong one because a very high correlation may 
indicate the two conceptually distinct measurements may actually measure the same 
construct. In ECE there are few valid measurements that can measure teachers’ beliefs 
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about DAP. Thus, selecting a theoretically related, psychometrically sound, and updated 
measurement was difficult. Even Dr. Hyson, commenting about her TEAS, reported that  “I 
need to revise it some time soon . . . they were based on the “old” DAP and I really think 
that they draw some of the contrasts between DAP and not-DAP too sharply” (M. Hyson, 
e-mail, May 20, 2004). The TEAS’ higher correlation with the DIP score than the DAP 
score of the Teacher Beliefs and Practices Survey suggests that perhaps the concepts about 
DAP have changed more than concepts about DIP. The Teacher Beliefs and Practices 
Survey tried to reflect the changing concept of DAP, which has become complex and 
flexible depending on the context of the classroom and children. 
In conclusion, the Teacher Beliefs and Practices Survey seems to be reliable and 
valid: the internal consistency indicates good reliability, results from the factor, regression, 
and correlation analyses show good validity. There should, however, be an on-going 
examination of the psychometric properties of the survey. Examining validity is not a 
process of proving but of supporting a case with evidence (Messick, 1995). Even when a 
large body of evidence is obtained that supports the validity of a measurement, an on-going 
validation process is needed as the interpretation of the construct changes due to social and 
cultural contexts. Numerous studies may be required to utilize different samples, different 
variables that are related to the constructs of interest, and different time constraints. 
The minor findings of this study, findings that go beyond psychometric information 
but are important for its implications to the ECE field, are presented below. The significant 
and positive correlation between the composite measure of beliefs and the composite 
measure of practices (r = .632, p< .001) was also found in previous studies (e.g., r = .67, p 
< .001 in Charlesworth, et al., 1991; r = .53, p < .01 in Charlesworth, et al., 1993; r = .794, 
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p < .001 in McMullen, 1999). However, it seems that early childhood teachers’ beliefs and 
practices are more complex than the simple correlation between beliefs and practices. 
Oakes and Caruso (1990) found that even though 24 out of 25 public kindergarten teachers 
in the sample were categorized as having developmentally appropriate attitudes, the 
teachers were observed to use DAP during only a small amount of classroom time. Hatch 
and Freeman’s (1988) qualitative study also uncovered the teacher-reported discrepancy 
between their beliefs and practices. In the classroom observations in the current study, 
evaluators observed a greater discrepancy between the teachers’ beliefs and their observed 
practices than the discrepancy between their beliefs and their reported practices. Teacher’s 
reported practices score (m/item = 3.3) was lower than their reported beliefs score (m/item 
= 3.9). The observed practices score (m/item = 2.3) was lower than self-reported beliefs 
and practices. Even though there was a discrepancy between the teachers’ beliefs, reported-
practices, and observed practices, the positive correlations between teachers’ beliefs, self-
reported practices, and observed practices inform us that teachers with higher 
developmentally appropriate beliefs and self-reported practices were more likely to use 
developmentally appropriate teaching strategies in their classrooms as delineated by the 
NAEYC guidelines than teachers with lower beliefs and self-reported practices of DAP.     
The current study found that the gap between beliefs and practices was greatest for 
teachers with lower observation scores, that is, those who were observed to practice more 
DIP than DAP. Teachers with higher classroom observation scores were found to have 
smaller gaps between their beliefs, reported practices, and observed classroom practices. 
We can predict that teachers who practice more developmentally appropriate practices in 
their classrooms are more faithful to their beliefs and self-reported practices than the 
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teachers who practice more DIP than DAP in classroom teaching. Consistent with the 
result, Charlesworth et al. (1991) found that there is a significant difference between self-
reported practices and observed practices, showing reported practices are higher than 
observed practices. Jones, Burts, Buchanan, & Jambunathan (2000) found there was no 
significant difference between reported practices and observed practice. From the fining of 
the current study, the insignificant difference between reported and observed practices may 
be due to the fact that all 9 teachers in the Jones et al.’s study were identified as DAP 
teachers in their classroom practices.  
While many studies found that teachers’ thinking and beliefs influence their 
practices (Clark & Peterson, 1986; Clark & Yinger, 1979; Perterson, 1988, Shavelson & 
Stern, 1981, Bernstein, 1975; King, 1978; Spodek, 1987; Isenberg, 1990), there is little 
research on how the teachers’ thinking and beliefs are formed and in turn influence their 
classroom decision making. Spodek (1987) conceptualized teachers’ thinking as “implicit 
theories.” Clandinin and Connolley (1984), Elbaz (1981), and Silin, (1985) referred to it as 
teachers’ “personal practical knowledge.” Wien (1996) called it as “scripts for action.” The 
studies found that teachers’ decisions seemed to be guided by personal and teaching 
experiences rather than the technical knowledge of child development and learning theory. 
Most of the studies (Wien, 1996; Isenberg, 1990; Spodek, 1987; Cassidy & Lawrence, 
2000) found that reflective thinking, in which teachers think about their practices and 
articulate reasons for their decisions, is critical for a continuing development of teachers. 
One of the findings in the current study, the discrepancy between teachers’ beliefs, self-
reported practice, and observed practice, can be better understood by uncovering the 
process of teachers’ classroom decision-making. We hope that theories of learning and 
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teaching, developed from sound and numerous research, can guide teachers’ thinking, 
which in turn will be reflected in their practices.  
Only 23% of the kindergarten classes (3 out of 13) that were observed could be 
considered classrooms where teachers used DAP (m/item>3). This result is similar to 
previous studies that showed very few early childhood education classrooms exemplified 
developmentally appropriate practice when they were observed [e.g., 20% in Bryant, 
Clifford, & Peisner’s (1991) study, one-third in Dunn & Kontos’s (1997) study, and one 
third in Doherty, Lero, Goelman, Tougas, & LaGrange’s (2000) study].  
Then, what obstructs teachers from practicing what they believe and report 
practicing? Numerous studies have tried to identify barriers that prohibit teachers from 
practicing what they believe. The studies reported the most important barrier as academic 
emphasis of parents and administration (e.g., school principal, school boards) 
(Charlesworth, Hart, Burts, & Hernandez, 1991; Stipek & Byler, 1997; Jones, Burts, 
Buchanan, & Jambunathan, 2000). Widespread education for parents and administrators 
about the importance of developmentally appropriate practices for young children might 
affect how teachers practice. On the other hand, studies have not determined the cause of 
differences between teachers’ self-reported practice and their actual practice. 
Adding classroom characteristics (number of children in classroom, percent of 
children on free lunch) to teacher characteristics (permission for observation, educational 
level, ECE background, years of teaching) was significant in predicting scores of the 
Instructional Activities Scale but not in predicting scores of the Beliefs Scale. It is likely 
that classroom characteristics (e.g., class size and socio-economic status of children) may 
affect what teachers do in their classrooms but not necessarily what they believe.  
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This study found that teachers’ giving permission for classroom observation was 
one of the significant predictors for stronger beliefs about and practices of DAP. This 
implies that teachers who believe and practice more in line with DIP may acknowledge 
that what they practice in their classroom is not in line with the DAP guidelines, and they 
might be reluctant to open their classroom to the public.  
Years of teaching was a significant predictor of teachers’ beliefs but not of 
teachers’ practices in this study. Teachers with more years of teaching reported less 
endorsement of DAP than teachers with fewer years of teaching in their beliefs. Years of 
teaching was not a significant predictor of teachers’ beliefs and practices in the previous 
U.S. studies (Bryant, et al., 1991; Stipek, Daniels, Galluzzo, & Milburn, 1992) but was a 
significant predictor of beliefs and reported practices in S. Korean studies (Nam, 2001; 
Park, 1994). In Nam’s 2001 study, teachers’ beliefs were related to their years of teaching, 
which suggested that if the teachers had more years of experience, there was a stronger 
belief regarding DAP, which is contrary to the result from this study. In Park’s 1994 study, 
teachers showed higher reported practices of DAP if they had more years of teaching. 
Since there’s a discrepancy in the results between this study and previous studies, it 
demands further investigation about the relationship between years of teaching and 
teachers’ beliefs and practices. 
Limitations 
 The results of this study need to be interpreted with caution due to several 
limitations. The sample was limited to the teachers in public schools in Southeast 
Louisiana. Other states, private schools, and preschools were excluded from the study. 
Random selection of teachers working with 3- to 5-year olds from all states in the U.S. 
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would have been more representative of teachers in the U.S. While our sample did have the 
largest sample size of the studies that have investigated both beliefs and practices of DAP 
according to the review of literature and also satisfied the statistical recommendation of 5 
to 10 people per item for a proper factor analysis of a survey (Comrey & Lee, 1992; 
Gorsuch, 1983; & Benson & Nasser, 1998), the results can only be generalized to the 
public kindergarten teachers in Southeast Louisiana. The sample size and sites of the 
classroom observations (n = 13 in one parish) were much more limited than the sample 
size for the survey administration (N = 375), and results of the observation findings can 
only be generalized to that location.      
The observation instrument used to examine concurrent criterion-related validity of 
the Teacher Beliefs and Practices Survey, the Rating Scale for Measuring the Degree of 
Developmentally Appropriate Practices in Early Childhood Classrooms for 3- to 5-year 
olds (Burts, Buchanan, Charlesworth, & Jambunathan, 2000) is at the pilot stage, and 
reliability and validity of the measure have not been firmly established. Reliability and 
validity of the measure need to be further explored to determine if the measure is viable for 
future use. The rating scale was chosen as the measure most closely aligned to the 1997 
NAEYC guidelines. The Early Childhood Environment Rating Scale (ECERS; Harms & 
Clifford, 1980; Harms, Clifford, & Cryer, 1998) is widely used as an observation measure 
of ECE programs, but it measures overall program quality including features that are not in 
the control of classroom teachers (e.g., furniture, meals, advanced equipment, provisions 
for professional needs of staff, supervision and evaluation of staff, etc.). The Scale of 
Primary Classroom Practices (SPCP) (Burt, Sugawara, & Wright, 1993) and Classroom 
Practice Inventory (CPI) (Hyson, Hirsh-Pasek, & Rescorla, 1990) were developed based 
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on the 1987 NAEYC guidelines (Bredekamp, 1987). In addition, the CPI was designed to 
investigate a narrow range of DAP; that is, CPI was designed to discriminate between 
programs with more relative emphasis upon formal academic instruction and programs 
with a more informal, open-ended, and concrete approach.  
 A general limitation of observation scales, which is relevant to the scale used in this 
study, is that there are problems of operationalizing educational practices. For example, 
even though the survey, Teacher Beliefs and Practices Survey, included items such as 
curriculum planning and practicing (e.g., “It is _ to provide the same curriculum and 
environment for all children every year,” “It is _ to follow a prescribed curriculum plan 
without making modifications to the plan”) and teachers’ relationship with children’s 
families (e.g., “it is _ for teachers to solicit and incorporate families’ knowledge about their 
children for assessment, evaluation, placement, and planning,” “It is _ to establish a 
collaborative partnership with families of all children, including those children with special 
needs and from different cultural groups”), the observation rating scale could not assess 
those important concepts of DAP because of the difficulty of observation within a limited 
time frame. There is clearly a need to include those ideas by supplementing the observation 
method with other methodologies (e.g., interviews).  
Teachers’ perceptions about DAP were measured by a self-report instrument, rather 
than with personal interviews about beliefs, which often provide more in-depth data. If 
participants are not answering honestly, the results are not representative of their true 
characteristics. Even though the survey is a convenient method for use with a larger sample 
size, incorporating interview methodology with the survey could have made up for the 
deficiency of the survey method. In Wien’s (1996) exhaustive investigation of five 
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preschool teachers, she utilized classroom observations, interviews, video-taping, video 
review, and shared reflection with the teachers. 
Implications for Future Research 
   The results from this study showed teachers who were observed to practice more 
DIP than DAP were more likely to have larger gaps between their beliefs, self-reported 
practice, and actual practice than teachers who were observed to practice more DAP than 
DIP. This has two implications for future research. First, further investigation as to why 
teachers who mainly practice DIP have greater gaps between their beliefs and practices 
than those who primarily practice DAP should be conducted. Wien (1996) and Cassidy & 
Lawerence (2000) studied teachers’ thinking process or rationales behind their classroom 
actions utilizing video-taping and personal interviews. Utilizing those methodologies with 
teachers who participated in the observation study can provide a chance to uncover the 
reasons behind their practices and find causes for bigger or smaller discrepancy between 
their beliefs and practices. Second, since the number of observed classrooms was very 
small, these results are inconclusive. A future study should investigate the relationship 
between teacher’s beliefs, reported practices, and observed practices with more teachers 
from different sites.   
Survey participants have a tendency to respond in a certain way to a particular item 
format regardless of content (Crocker & Algina, 1986). The Beliefs Scale in this survey 
used a 5-point Likert scale with the anchors of degree of importance. Future research might 
use different points of scale (e.g., 6- or 7-point) with different anchors (e.g., degree of 
agreement instead of degree of importance), as attempts made by some researchers (Cox, 
1980; Givon & Shapira, 1984; Green & Rao, 1970; Lehmann & Hulbert, 1972). Cox 
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(1980) found that even though the findings from the studies are inconclusive regarding an 
optimal number of response alternatives, the magic number lies between 5 and 9. Cox 
(1980) preferred an odd number of response alternatives with a mid-point (e.g., 
“undecided”) under circumstances in which the respondent can legitimately adopt a neutral 
position and in which respondents are not forced to choose either one way or the other. The 
possible 6-point  scale with the anchors of degree of agreement are: agree strongly, agree 
moderately, agree slightly, disagree slightly, disagree moderately, disagree strongly; agree 
very strongly, agree strongly, agree, disagree, disagree strongly, disagree very strongly; 
completely agree, mostly agree, slightly agree, slightly disagree, mostly disagree, and 
completely disagree (Gable & Wolf, 1979).  
In addition to survey formats, length of a survey is also important. While the 
Teacher Beliefs and Practices Survey provides a thorough picture of a teachers’ beliefs 
about DAP, collecting detailed information with a long instrument may cause rater fatigue, 
leading to unreliable or missing data and may be costly to produce, administer, and score 
(Flanagan, Bierman, & Kam, 2003). In addition, if a respondent needs to fill out a lengthy 
instrument, the time devoted to the task increases. Developing a short form of the survey 
that could be used to assess teachers’ beliefs and practices in an easier and quicker format, 
while still retaining important constructs and adequate reliability and validity, could be a 
challenge but should be considered. The goal of developing short forms is to produce a 
quick, inexpensive, initial investigation of an issue or characteristic (Smith, McCarthy, & 
Anderson, 2000). Fewer number of items of the Teacher Beliefs and Practices Survey can 
be selected by running factor analysis of the original survey and then evaluating items with 
the results. Criteria for the evaluation can be item content, sub-scale coverage, high item 
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loading values, and high internal consistency estimates (Smith, McCarthy, & Anderson, 
2000). As soon as the number of items is decided for a short from, the same procedure for 
instrument development (e.g., reliability and validity assessment) should be done with an 
acceptable sample.   
Finally, future research might want to expand this study by surveying teachers in 
other cultures to explore the psychometric properties of the survey and also explore cross-
cultural tendency of the relationship between teachers’ beliefs, self-reported practice, and 
actual practice in different cultures. Valid generalizations from a study can be made by 
understanding cross-cultural consistency (Bery & Dasen, 1975). If there isn’t consistency, 
we can still discover variations and differences that can provide a basis for generating more 
universal hypothesis. Vijver and Leuing (1997) suggested that researchers not only test 
reliability and validity of a new instrument but also report cultural variations in instrument 
manuals as a standard practice. 
Conclusion 
The psychometric properties of the Teacher Beliefs and Practices Survey suggest 
that it appears to be a promising measure for critically examining teachers’ perceptions of 
their beliefs about and practices of developmentally appropriate practices with 3- to 5-year-
olds. The reliability and validity of the survey was demonstrated by the following: 
1. It was the first known teacher survey designed to operationalize the 1997 
NAEYC guidelines. 
2. The psychometric properties were examined using a recommended sample size 
for factor analysis. 
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3. It has a 5-point Likert Scale which provides for a continuum of ratings between 
the appropriate and inappropriate extremes defined by NAEYC (Bredekamp & 
Rosegrant, 1992, Steipek, et al., 1992, Charleswosrth, et al., 1993) rather than 
the yes/no format used by Bryant et al. (1991) and Hoot, Bartkowiak, & Goupil 
(1989).  
4. It has a good reliability index (Cronbach’s α), and there is evidence of good 
content, criterion, and construct validity. 
The results provide support that this instrument holds promise for use in future 
research on kindergarten teachers’ beliefs and practices. The survey can be used by 
practitioners and researchers who need a valid and reliable measurement to learn teachers’ 
beliefs and practices of DAP. We hope those studies will serve to improve teaching and 
learning of young children. 
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APPENDIX A 
TEACHER BELIEFS AND PRACTICES SURVEY: 3-5 YEAR-OLDS 
 
 
This Survey was created from S. Bredekamp and C. Copple (Eds.) (1997), Developmentally Appropriate 
Practice in Early Childhood Programs: Revised Edition.  Washington, DC: National Association for the 
Education of Young Children. This version of the survey was created by Diane C. Burts, Teresa K. Buchanan, 
Joan H. Benedict, Sheri Broussard, David Dunaway, Stephanie Richardson, & Mary Sciaraffa at Louisiana 
State University.  The questionnaire was originally conceptualized and developed by Rosalind Charlesworth, 
Craig Hart, Diane C. Burts, Sue Hernandez, & Lisa Kirk at Louisiana State University, Baton Rouge, Louisiana 
in 1990.  
 
For information contact: Dr. Diane C. Burts, School of Human Ecology, Louisiana State University, Baton 
Rouge, LA 70803-4728, 225-578-2404, dburt1@lsu.edu; or Dr.Terry Buchanan, Department of Curriculum 




We are interested in finding out how you teach your students.  We are conducting a survey of teachers of 
kindergarten children so we can learn more about teachers’ beliefs and Practices.  We would like to find 
out about your beliefs about teaching and the specific things you do in your classroom.   If you have filled 
out a survey like this before, please consider helping us once more.  This survey has been revised to 
reflect changes in our understanding of teaching. 
  
Please take about 30 minutes to complete this survey and return it. Your answers will be confidential.  
Feel free to write comments on the survey to let us know, for example, if you have any reactions to the 
survey’s content or format, or think some questions are not clear or are not relevant. While doing this 
might make you question your teaching, it is also a great opportunity to reflect on the things you do so 
well.  
 
To ensure confidentiality, this page will be removed from your survey and kept with the other consent 
signatures in a separate file. Your participation is entirely voluntary and you may withdraw consent and 
terminate participation at any time without consequence. 
 
Thank you for your help! Please call one of us if you have any concerns about the study. 
 
 
 Diane C. Burts               Teresa K. Buchanan               Kyung-Ran Kim 
 Human Ecology              Curriculum and Instruction    Curriculum and Instruction 
 578-2404                         578-2444                               578-2444                                          
                 dburt1@lsu.edu                 tbuchan@lsu.edu                      kkim7@lsu.edu                
 
“I have been fully informed of the above-described procedure its possible benefits and risks and I give my 
permission in the study.” 
   
   Your Signature _______________________  
 
   Date _________________, 2004 
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Researchers will be careful to keep your answers to this survey confidential.  
Reports of findings will not use names of respondents or schools. 
 
PLEASE TELL US ABOUT YOURSELF: 
 
1. Educational Status  ___ High School Diploma/GED (1) 
     (Check one)                                   ___ Child Development Associate (CDA) (2)  
       ___ Associate’s degree (3)  
       ___ Bachelor’s degree(4) 
       ___ Master’s degree (5)  
       ___ Master’s degree plus (6)  
If you graduated from college, please complete questions #2 - #5. If not, please 
skip to #6.  
 
2.  Degree-granting Department HUEC     EDUC     Sp Ed   Other  _______ 
        (Circle one) 1  2 3 4    
 
3.  Major/Area(s) of Specialization     El Ed        ECE       Sp Ed   Other  _______ 
        (Circle all that apply)   1  2  3  4  
  
4.  Minor/Area of Specialization El Ed        ECE       Sp Ed   Other  _______ 
      (Circle one if appropriate)  1 2 3  4   
 
5.  Certification El Ed        ECE       Sp Ed   Other  _______ 
        (Circle all that apply)  1 2 3  4 
  
6.  What is your ethnic background? ___ European American (Caucasian)  (1) 
 (Check the most appropriate) ___ African American (2)  
            ___ Hispanic/Latin-American (3) 
                                                                 ___ Asian American  (4)  
                                                                 ___ Native American (5) 
                ____  Other  ____________________ (6) 
 
PLEASE TELL US ABOUT YOUR TEACHING CAREER: 
 
7.  How many total years have you taught?     
 ____ years 
 
8.  How many years have you taught in your current school?  (including this year)
 ____ years 
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9.  How many years have you taught in an early childhood (PK-K) classroom?
 ____ years 
      (including this year)  
 
10.  How many years have you taught children with disabilities?  
 ____ years 
 
11.  What other grades have you taught and for how long?  
 ____grade ____  years 
           ____ grade  ____  years 
 
PLEASE TELL US ABOUT YOUR CURRENT TEACHING POSITION: 
 
12. What is the predominate age in the group of children that you teach?(check one)  
___ 3     ___ 4   ___ 5 (kindergarten) 
              
13. How many children are in your morning/all day class?   
       ___ boys           ___ girls      ___ total 
 
        How many children are in your afternoon class? (if applicable)  
       ___ boys ___ girls            ___ total 
 
 
       
14. Please describe the ethnic composition of your classroom by indicating how 
many children you have in these categories? 
Morning class                                              Afternoon class 
___  European American (Caucasian) ___European  America(Caucasian) 
___  African American   ____  African American   
___  Hispanic/Latin American    ___ Hispanic/Latin American 
___  Asian American   ___ Asian American   
___  Native American                 ___ Native American 






15. Please check the longest block of uninterrupted time you have in your class for 
meaningful instruction or activities. (check one)   
___ 15 minutes (.25) ___ 1 hour, 15 minutes (1.25) 
___ 30 minutes (.50) ___ 1 hour, 30 minutes (1.50) 
___ 45 minutes (.75) ___ 1 hour, 45 minutes (1.75) 
 ___ 1 hour (1.00) ___ 2 hours (2.00) 
 
16.  If special education support services are provided to children in your 
classroom, where do the children receive that support? (check one) 
___ pull-out programs 
___ in the classroom 
___ both in and out of my classroom  
 
17.  What percentage of the children in your class are qualified for free or reduced 
lunch?   _____ 
 
18. Which one of the following best describes your current teaching environment: 
 ___  For-profit child care  ___ Employer-supported child care 
 ___ Private school                         ___  Non-profit child care 
 ___ Head Start                       ___  Faith-based child care 
           ___ Public School  
 
FOR THE FOLLOWING PART,   
PLEASE THINK ABOUT CLASSROOMS FOR 3-, 4-, AND 5- YEAR-OLDS IN 
GENERAL  




1.  Rank the following (1 - 6) by the amount of influence you believe that each has on the way you 
plan, or will plan, and implement instruction, after considering children’s needs. Please use each 
number only once.     
 (1 = Most influence; 6 = Least influence) 
 parents    _____ 
 school system policy  _____ 
 principal/director  _____ 
 teacher (yourself)  _____ 
 state regulations  _____ 
 other teachers   _____ 
 
 
Recognizing that some things in education programs are required by external sources, what are 
YOUR OWN PERSONAL BELIEFS about early childhood programs? Please circle the number that 
most nearly represents YOUR BELIEFS about each item’s importance for early childhood programs. 
(1 = Not at all important; 5 = Extremely important) 
 











  2. As an evaluation of children’s progress, readiness 
or achievement tests are _____ . 1 2 3 4 5 
      
  3. To plan and evaluate the curriculum,  teacher 
observation is _____. 1 2 3 4 5 
      
  4. It is _____ for activities to be responsive to 
individual children’s interests. 1 2 3 4 5 
      
  5. It is _____ for activities to be responsive to individual 
differences in children’s levels of development. 1 2 3 4 5 
      
  6. It is _____ for activities to be responsive to the 
cultural diversity of students. 1 2 3 4 5 
      
  7. It is _____ that each curriculum area be taught as    
separate subjects at separate times.   1 2 3 4 5 
      
  8. It is _____ for teacher-child interactions to help 
develop children’s self-esteem and positive feelings 
toward learning. 
1 2 3 4 5 
      
  9. It is _____ for teachers to provide opportunities for 
children to select many of their own activities.  1 2 3 4 5 
      
10. It is _____ to use one approach for reading and 
















11. Instruction in letter and word recognition is _____ in 
preschool. 1 2 3 4 5 
      
12. It is _____ for the teacher to provide a variety of 
learning areas with concrete materials (writing 
center, science center, math center, etc.). 
1 2 3 4 5 
           
13. It is _____ for children to create their own learning 
activities (e.g., cut their own shapes, decide on the 
steps to perform an experiment, plan their creative 
drama, art, and computer activities). 
1 2 3 4 5 
           
14. It is _____ for children to work individually at desks 
or tables most of the time. 1 2 3 4 5 
      
15. Workbooks and/or ditto sheets are _____ in my 
classroom.    1 2 3 4 5 
      
16. A structured reading or pre-reading program is 
_____  for all children. 1 2 3 4 5 
           
17. It is _____ for the teacher to talk to the whole group 
and for the children to do the same things at the 
same time. 
1 2 3 4 5 
      
18. It is _____ for the teacher to move among groups 
and individuals, offering suggestions, asking 
questions, and facilitating children's involvement 
with materials, activities, and peers. 
1 2 3 4 5 
      
19. It is _____ for teachers to use treats, stickers, 
and/or stars to get children to do activities that they 
don’t really want to do.  
1 2 3 4 5 
           
20. It is _____ for teachers to regularly use 
punishments and/or reprimands when children 
aren’t participating. 
1 2 3 4 5 
 
     
 
21. It is _____ for teachers to develop an individualized 
behavior plan for addressing severe behavior 
problems. 
1 2 3 4 5 
 
     
22. It is _____ for teachers to allocate extended periods 














23. It is _____ for children to write by inventing their 
own spelling.  1 2 3 4 5 
      
24. It is _____ for children to color within pre-drawn 
forms. 
1 2 3 4 5 
             
25. It is _____ to read stories daily to children, 
individually and/or on a group basis.  1 2 3 4 5 
      
26. It is _____ for children to dictate stories to the       
      teacher. 
1 2 3 4 5 
      
27. It is _____ that teachers engage in on-going 
professional development in early childhood 
education (e.g., attend professional conferences, 
read professional literature). 
1 2 3 4 5 
      
28. It is _____ for children to see and use functional 
print (telephone book, magazines) and 
environmental print (cereal boxes, potato chip 
bags). 
1 2 3 4 5 
           
29. It is _____ to provide many daily opportunities for 
developing social skills (i.e., cooperating, helping, 
talking) with peers in the classroom. 
1 2 3 4 5 
      
30. It is _____ that books, pictures, and materials in the 
classroom include people of different races, ages,  
and abilities and both genders in various roles. 
1 2 3 4 5 
           
31. It is _____ that outdoor time have planned activities. 1 2 3 4 5 
      
32. It is _____ for parents/guardians to be involved in       
ways that are comfortable for them. 1 2 3 4 5 
      
 
33. It is _____ for strategies like setting limits, problem 
solving, and redirection to be used to help guide 
children’s behavior. 
1 2 3 4 5 
      
34. It is _____ for teachers to integrate each child’s 
home culture and language into the curriculum 
throughout the year. 
1 2 3 4 5 
      
35 It is _____ for teachers to solicit and incorporate 
parent’s knowledge about their children for 
assessment, evaluation, placement, and planning. 
1 2 3 4 5 


















36. It is _____ to establish a collaborative 
partnership/relationship with parents of all children, 
including parents of children with special needs and 
from different cultural groups. 
1 2 3 4 5 
      
37. It is _____ for the classroom teacher to modify, 
adapt, and accommodate specific indoor and 
outdoor learning experiences for the child with 
special needs as appropriate. 
1 2 3 4 5 
      
38. It is _____ that services (like speech therapy) be 
provided to children with special needs in the 
regular education classroom by specialists within 
the context of typical daily activities. 
1 2 3 4 5 
      
39. It is _____ that teachers maintain a quiet            
      environment.       1 2 3 4      5 
      
40. It is _____ to provide the same curriculum and   
     environment for each group of children that   
     comes through the program. 
      1 2 3 4 5 
      
41. It is _____ to focus on teaching children isolated       
     skills by using repetition and recitation (e.g., reciting    
ABCs). 
1 2 3 4 5 
      
42. It is _____ to follow a prescribed curriculum plan        
without being distracted by children’s interests                
or current circumstances. 1 2 3 4 5 
      
43. It is _____ to plan activities that are primarily just        
for fun without connection to program goals. 1 2 3 4 5 
      








FOR THE FOLLOWING QUESTIONS,  
 












(2-4 times  a 
week) 
Very  Often   
(daily) 
  1. build with blocks 1 2 3 4 5 
      
  2. select from a variety of learning areas and 
projects (i.e., dramatic play, construction, art, 
music, science experiences, etc.) 
1 2 3 4 5 
      
  3. have their work displayed in the classroom 1 2 3 4 5 
      
  4 experiment with writing by drawing, copying, 
and using their own invented spelling 
1 2 3 4 5 
      
  5. play with games, puzzles, and construction 
materials (e.g., Tinker Toys, Bristle Blocks)  
1 2 3 4 5 
      
  6. explore science materials  (e.g., animals, 
plants,    wheels, gears, etc.)   
1 2 3 4 5 
      
  7. sing, listen, and/or move to music 1 2 3 4 5 
      
  8. do planned movement activities using large 
muscles (e.g., balancing, running, jumping)  
1 2 3 4 5 
      
  9 use manipulatives (e.g., pegboards, Legos, 
and Unifix Cubes)  
1 2 3 4 5 
      
10. use commercially-prepared phonics activities 1 2 3 4 5 
      
11. work in assigned ability-level groups 1 2 3 4 5 
      
12. circle, underline, and/or mark items on 
worksheets 
1 2 3 4 5 
      
13. use flashcards with ABCs, sight words, and/or 
math facts 
1 2 3 4 5 
      
14. participate in rote counting 1 2 3 4 5 
      
15. practice handwriting on lines  1 2 3 4 5 
      
16. color, cut, and paste pre-drawn forms  1 2 3 4 5 
      
17. participate in whole-class, teacher-directed     
      instruction 











(2-4 times  
a week) 
Very  
Often   
(daily) 
HOW OFTEN  DO CHILDREN IN YOUR CLASS:      
      
18. sit and listen for long periods of time until they 
become restless and fidgety 
1 2 3 4 5 
      
19. have the opportunity to learn about people with 
special needs (e.g., a speaker or a character in a 
book)  
1 2 3 4 5 
      
20. receive rewards as incentives to participate in 
classroom activities in which they are reluctant 
participants 
1 2 3 4 5 
      
21. see their own race, culture, language reflected in 
the classroom 
1 2 3 4 5 
      
22. get placed in time-out (i.e., isolation, sitting on a 
chair, in a corner, or being sent outside of the 
room) 
1 2 3 4 5 
      
23. experience parents reading stories or sharing a 
skill or hobby with the class 1 2 3 4 5 
      
24. engage in child-chosen, teacher-supported play 
activities 
1 2 3 4 5 
      
25. draw, paint, work with clay, and use other art          
media 
1 2 3 4 5 
      
26. solve real math problems using real objects in the 
classroom environment that are incorporated into 
other subject areas  
1 2 3 4 5 
      
27. get separated from their friends to maintain  
      classroom order 
1 2 3 4 5 
      
28. engage in experiences that demonstrate the 
explicit valuing of each other (e.g., sending a card 
to a sick classmate) 
1 2 3 4      5 
      
29. work with materials that have been adapted or 
modified to meet their needs 
1 2 3 4 5 
      
30. do activities that integrate multiple subjects (reading, 
math, science, social studies, etc.) 1 2 3 4 5 
























THANK YOU FOR PARTICIPATING IN THIS SURVEY!  
 
 
WE APPRECIATE YOUR HELP! 
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